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CHAPTER I
INTRODUCTION -

s The purpose ‘of this paper is to synthesize research
and theory about adult develop:ent in such a form that it is
useful for practitioners of adult educationﬂ A major premise®
- of this paper ib\the idea'that_adglts deﬁelog, and that edu-
cational programs and.opportunities. and some of the resdprces
of sociéty, ought to be ergpnized in ways that are respbnsive
to adult's_deeelepmental needs. These ideas in themselves

are powerful and timely notions. They call attention to the
inner experiences of adults as they learn from work and

other life experiences, and as they cope with and use insti-
tutional settxngs and programs des;gned for their educatlonal
benefzt: They highlight the personal meanings that educa-
tion assumes in people’'s liyes. This touches us where we live
as adults, where personal meanings'ana motigations guide our
daily‘actiohl. A developmental perspéétive also piaces in-
dividual development in the wider context of needed, and
perhaps developmental,.changes in_educatiogai“institutions and
n society;' This is an admittedly idealistic vantage-point
trogrgpich_to look at the policy and-practice of education

-

for adults.

Bowever,\suchla look is timely for educational prae-




ﬁltionnri and!for ;hose who are in positions ‘to make policy
decisions that affect educational opportunities for adults
because (1) there is beginning to be a body of research and
tb-ory concerning adult development, although much of it zs
scattered and fuglt}ve (a grcat deal of this lzterature is

»

synthesized in this paper): (2) the adult segment of our
gopnlatia; is growing proportionate to a decrease in,nﬁmbers
nd.nhtive size of the youth cohart; and (3) there is
evidence that adults are increasingly demanding and partici-
pating in a wide variety of educational opportunities, in
academic, professional, vocational and aﬁecational realms

of learning; and (4) with declining enrdilments of traditional
coll.ga—going‘yoﬁth, it is a matter of enlightened eelf-_ '
1lh.ttst for colleges and universities in'difficult financial
ltézitl to establish continuipg educa#ion and external

degree programs and to otherwise-serve an adult population

of "new learmers." Additionally, for reasons related both
. to sconomics and quality of life, there is talk among
aational policy makers of ways to break the lockstep of one-
‘chnnco.natriculatlon from high school dlrectly to college,
and ot vays to create f{lexible second changes for learnlng

of all kinds -—- basxc literacy, vocational and professional
training and tetraining, mid-career shifts and new career .

{dtwelopnent, avocational learning and personal development.

lop.tully these—concerns will result ifn a nationwide commit-

Q




ment to “recurrent education” and "lifelong learning.”

I enclose these words in quotation marks because
although they” appear frequently in publications of the
American Association for Higher Education and of the Adult
EdQucation Association oflﬁmerica. and are recurrent themes
at nation;l meetings and\in discussions of national e@ucational
policy, there is l1ittle scholarly work relating the advocacy
of lifelong learning and the creation of a rich and diverse
systaﬁ_of postsecondary education to concepts of adult
development and institutional change. As policy makers and
educators, we do not have a sufficiently differentiated |
view of the salient characteristics of adults as learners,
or of the ways in which adults'’ positions in various
developmental sequences influences their purposes for en-
tering educational programs, and the kind and quality of =
learning they engage in once they do enter. Neither do we
have a comprehensive view of the nature and magnitude of
institutional and social change that is necessary if educa-
tional programs are to do thé sorts of diagnosis, désigﬁ,
and evaluati&n suggested by.a developmental or even indi—.
vidually responsive perspective on adult educ§;;on. My con-
cern in this paper is to lay‘A conceptual foundation so tk.

the ideals of recurrent education and Life-long learning

will not become hollow slogans.

("




OVERVIEW. OF THIS CONCEPTUAL FRAMEWORK

Until recently, most social science researchers

and most educators have, for lack of available and systematic '

4
~

evidence to the contrary, assumed that development stops at
age 16 or 18, with the end of adolescence, and that adult-
hood is a fairly stable human state ranging from one's
early twenties until 65 cr so, when "aging” sets in. How-
ever, this view is beginning to be challenged by an emerging
body of research on devélopmental changes that take place
during adulthood, and by some rmsearchers and theorists

who relate psychological understandings of the processes

of growth and change in adulthood to the ways that adults
learn in a variety of gsituations.

I have synthesized much of this literature on adult
development within a conceptual framework that has thrée
basic domains -- life phase, developmental stage, and learning
style. This classification of developmental theories into

the broad rubrics of phase and stage comes from Harry Lasker,
e

4

whose course at Harvard on adult development follows thié \
basic ocutline. I have added learning style as a third domain
of analysis. Figure 1, following, summarizes the major aspects

of this framework.

The domain of lite phase includes theories which

identify age-linked periods of stability and transition
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Key Concepta

Condltions Tor Change
of Peve|opment

Bduoetional laglivetions

Sin PHASES:  periods
A cortaln life fo-
Bue0 or adaptive taske
ore paramount) |ite
phases follov In suc-
oesslon creating age-
lnked periods of
tranaition and stabile
ity throughout sdult-
hood .

Davelopmental tasks are
aabedded in the )ife eycle,
People change theis bd‘:_' "
trocture (on IndividuslTa
sxternal life situation

and (s (ntermal seanings)
repeatedly over tig..

Life phases Include:

Racker Bvents (sventa assog-
4ted vith the tasks of &

pMse)) The Drean (visjon

of one's 7or|onal future);

& Mentor (an older person
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protsctor) s (mportant.

OEVELOMENTAL STAGES:

A sequance of personality
organizations, or mental
structures, each pro-
viding a qualitatively
ditlerent trame of
reference for experience;
¢ characterology involving
patterna of perception,
thought, emotion,

Soclal-reality 1o subjective
and patterned in stage-
related vays,

Strandsof development are
{nterrelated (e.9. moral
feasoning, eplstemology,
sotivation, {sterpersonal
behavior, cognitive style),
Stages represent holistic and .
Merarchical Integrations,
people go through stages in
order; people at lower stages
cannot understand tha reason-
Ing or personality dynanics
of those at highar stages.

A, i

AlL atabilizations are
teaporary lasting 0-10
yvats. lassing of time
creates preddure on ona'e
1ile structure) forces
causinyg change are biolog-
feal {ircivaning age of selt
and others), cultural
(social expactations) and
Individual (one's conception
of adult roelity), Chanqas
ars aade to roduce dis-
satiafactions vith the
Maite of & particular 1ife
structure,

Dlagnosie of larger lile
looues undor:xtnq -
alpation In eduwallon;
idontilication and eupport
of qroups and individuals
at riok® ln transitivnal
periods.

Stage change occurs through
reconciling discrepancies
between expectations and
perceived events, through
role taking opportunities,
exposure to reasoning and
behavior of the nuxt etaye:
o terles of small changes
Create & new chatacter
structury, Duvelopment can
stop at any level; few
adults reach the higher
stages in any developaental
Seyuence.

*A vay In® and 2 map for
growth) approaches to edu-
cation are stage related
(0.9. motivation, cognitive
style, conceptions of knov-
ledge, teaching o learning,
locus of responsibility,
situational coping patterns)
Stage Is also o frame of
telerence lor wlucators'
assumptions, goals, inter-
personsl behavior, and
sethodologies.

!%%S%!Nc STYLES:
chapacteristic prefarences

for certaln functional sodes
of learning over others;
defined cognitivaly or
behaviorally.

Btyles represent predilectlons
and basic learning modes which
do not chanqe greatly over time.
They are value neutral; each
aode has strengths and limits,
411 nodes are valuable in prov-
lem solving, Task groups, aca-
denic disciplines and occupa-
tional specializations have
learning style biases,

One first “specializes® 1n

4 preferred sode or atength)
then broadens and deepens
one's style to 1oclude other
styles, particularly those
vith opposite strengths;
usudlly thought of as a
dialectical process.

Counseling and instructional
design; identitying individ-
ual strengths and limits,

and alo0 learning modes
required by various occy-
pations and disciplines;
matching or mismatching

to enable sucvuss, or

develop more effcctave Jearn:|
ing styles; sell-diggnosis 4 <
can be helpful

W



throughout adulthood. A life phase is a period when cCertain
issues or adaptive tasks are presumed to be paramount, either
because of dcvnlopmcﬁcal tasks embedded in the human life

CYcle or generated by one's social milieu. An understanding

©f adult life phases allows .s to identify the larger meanings
underlying adult participation in various forms of education
and highlights the function of education in supporting or
facilitating individuals' progress through transitional

periods.
The domain of developmentgiﬁstage refers to structural

dimensions of intellect, character, and personality organi-
zation, each of which constitutes a qualitatively different
frame of rqgerence for responding to and learning from one's
daily experiences. Stagc theories offer detailed maps of
cognitive, enotional, interpersonal and character development;
as such, they étovide differentiated views of “where an

adult is at,” psychologically speaking, and how he or she
might best be taught. Stage theories also shed light on the
psychological dynamics and personal meanings behind conflict-~
ing philosophies and methodologies of education.

The domain Jf learning style includes research on

indivicduals’ characteristic predilections and preferences
for certain functional rodes of learning over others, both
coqnitiitly and behaviorally. Knowledge of learning styles

can be useful in counseling and in designing modes of instruc-
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tion that match the student's- abilities ané the 1earniﬁ£§ﬂu
style demgnds\of variousﬁoqpupations or discipiines; o
These three domains represent intersecting gnd_over-
‘lapping'dimehsions of adult developmént. Each constitutes
a lens or perspective from which to concgp:ualize individﬁ&l
differencés and commonalitiesQamong adult; as learners.
"Learning”™ has a different meaning withiﬂ&;achdomain, and
curfenf research and theéry, as Figure 1 }llustfates, posit
that_differgnt cond@tidns-are.needed for development. Thus,

the edﬁcaiionél implications of theories in each domain also

tend to be different.

*

OUTLINE OF THIS PAPER: DEFINITIONS, CAVEATS AND PERSPECTIVES

_ This- paper consists of three major secéséh57/£;e,for
each analytical domain. In each section, I define the parém%_-'
-texrs of the construct, icdentify key concepts,'review the work '
of several major of\répresentativé theorists, and then dis-
cuss the salicent implications of viewiné adult education
'Tfrnnlthis persggbtiye. Whére educational applicatioﬁs are
connected with the work of a single'researcher,mI discuss
them in conjuncg}on with his or he# work. A large proportion
of the text deals with the domain of developmental.stégé.
This ié so:pecaﬁse this area has been the most solidly re-
searcﬁed, And its impiiqgtions for education are the most

T
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-pounrful and provocative. Because the paper s scope neces-
sarily omits much of the substance of each theorlst s work,
I have nade extensxve use of charts and flgures to refresh

memories and aid understandlng. In the last chapter,-I re—

.

capitulate the most- sallent implications for educational % s

practice on threerlevels: individual uses, as we chart our

own growth and understand that of others; institutional . R

uses, as we attempt to design institutions and-instruction.

hd -

thlt.fostersdevelopment, and as a soclety, as we seek to
raelize»ideals and direct our own evolutlon. ‘

The reader~should know beforeﬂhnd that the research
and theory'rev1ewedhere does not f1t neatly into the three

/

¢i:nains. These perspectives play off against each other.

synthesis- d comparlson invite contradiction and’ unanswered

. There are vast dlfferences among theorlsts in

-

question
lcholar Ve tradltlons and underlying assumptlons (for example, .
psych%ptry soclal psychology, educatlon-sclence, psychometrics,
cognﬁzzye developmental psychology) ; in amount of research ==
(:evaral years to twenty years of bulldlng on an established B
tradition): in research methodology (longltudinal and cross-—
lectzonal case studles, life history, projective testlng, -
'linical observatlon, self-repott scales, questionnaires) .
icre are also dlfferences in age, 31ze, and social cla§s gqg
$ 4 sadple populations, and in measurement (the assumptions

nd procedures behind scoring systems, their degree of com— °

- LN
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plexity and sophistication). These differences in themselves
raise the issue of how a practitioner uses theory and re- L
search, which usually conflicts when one deals with littleﬂ”

EY ERTTE—.

understood human phenomena such as development or learnrng.

_ Some theorxsts are strange bedfellows. (Fbr example, \.‘*
Jung's psychoanalytic formulation of'personality types is »
very different from Hill's computerlzed system of cognltlve o
-'style mapplng, yet I have included both in the domaln of
llearnlng style. Erikson s theory of the stages of 1dent1ty

development is, strictly speaklng, neither a stage or a

: phase theory, although I can Justlfy 1ts placement in the

domain of life phase¢ LoeV1nger s work on ego development : :
is rlghtly classified with developmental stage, but her

~“ stage constructlons lnclude psychoanalytlc and affectlve\"

processes which differ from those of Kohlberg and other

~

structural developmental theorists.

Grouping theorlsts together hlghllghts szmllarltles

and dlfferences\hoth Wlthln and across analytical domalns. -
My assumption is that mu]tlple and confllctlng perspectives
on human experience can be sxmultaneously true. To be edu-
catlonally useful one theory need not be proved rlght and

-

- another wrong, particularly when the theories descrlbe human

-

growth and development, motivation and learning,‘and their

interrelationships with the social and cultural milieu in
. “

which we live out out lives as hnman beings. Thns:the domains-

- -

- —
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of this coﬁceptual framework exist in continuing teﬁsicn with
each other, and there is much diversity within domaiﬁs;‘ The
_metaphor of the lens is an important one: a theatr1ca1 spot-

light, for example, highlights only certain parts—qf the

setting and action; using d;xferent angles of dlsper31on and
X

various color overlays ‘cen create very dlfferent 1mpress10ns.

The same is true of the theories within and across this con- < -

ceptual framework. . i s

LAY . .

0
[

A_PRACTITIONER'S PERSPECTIVE . N

There are at least two;perspectives for constructing
a conceptual framework of this kind: " that of a researcher
and that of a\practitioner. Ftomfthe résea:cher's perspec-
tive, one looks for‘lcgical contrqdictionsi?ﬁimits to
validity, differences\in_assumptiogs and research methoaolocy,
and‘unresolved issues and questions. This approach leads
to conclusions abogt fruitfﬁl\areas and methods for fu;thér
resesarch. Keeping.this in context, my stance here is that
of a practitioﬁer attemrting to synthesize broad‘outlines
of theory and to explore its implicatiogs in order to re-
conceptualize practice. Although a practitioner needs to
be aware of the extent and limitations of the researcher s
‘knowledge, he or she ‘can carry unresolved questlons into -

the 1nteract1ve processes of teechxng, instructional design,

counseling and policy maklng. The practitioner can be less

Q . . . i Y
-

iv >




critical than the researcher of the limits of knowledge ‘=~

=

must be, in fact, to continie acting in thé midst of un-

certairity. However, in my view, a practitioner must-be more
critical of the wayé in which knowledge, ooncepts‘and values

v,
-’

- PR

are used to 1nform actzon.a \:;‘ .

My hope in elaboratlng thlS conceptuai framework

-

. is t§at 1t wlll provzde a cognltlve map of the terrltory of.

adult development, a perqpectxve whlch I belleve adds sub—
stance ana new meanmg's to the powerful 1deals of llfelong

learnlng and recprrent ecuc&t;on.4 The:vaer of a theory,

~

f‘.ﬂfco@%eptgai fréméwork, or analytlc domaln is that it focuses

-aitention. Directing attentlon to adult development- can
- S
countvract personal and mnstltutlonal tendencies to sult

oneself or: choose bllndly 1n matters of educatlonal pollcy .

and pedagogy, and‘cgn lead to~educational‘prgctices.that

enhance ‘the quality of life for adults.

R 3
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o CHAPTER II

THE DOMAIN OF LIFE PHASE

_ ”fhe‘uork of Erik gfickson;‘oaniel Levinson and Roeer
Gould provides the'conceptx:al underpinnings for, the domain |
of life pﬁase,”aé I'present itihere. I will review thelr
work in- turn My overall constructlon of a practltlonpr s
view of life phase is a synthesxs'of thelr ideas and ap- -
proach and also includes. the work of pther researcgers whose
work I‘understahd as fitting'into this broad domain. Ber-
nice Neugarten, for example (1963,- 1969), has bullt on
Erikson's formulatlons concernlng the life cycle, elaboratlng
the role of age and of time perspectlves in adult'§=v1ews
of thezr lives (see Flgure23)._ Marjorle Flske Lowentha;

?and her associates (1975) have studled the adaprive stance
of adults just prior to four life trangltlons, 1dent1fy1ng
distxnctlve styles of copxng whlch are, dramatlcally different
for men and women within each period. Henry Maas and Joseph
“Kuypers (1974) have comp:red men and women's.life styles O
and pereonalltles across a forty-year period, seeking to

.relate earlier and later phases of the'adult life course, and
to.understand how tHe contexts.df‘early adulthood and old

" age influence the ways people live and the persons they
beceme. Gail Sheehy (1534),has syntheeized Levinson and °

Gould's findings and added some original observations con-

L.
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cerning differences in the timing of men's and womenh's lifev‘
phases. fhe work. of these researchers‘illuminates difterent'
aspects of adult’'s life phases, unfortunatelf without a
common vocabulary to aid synthesis and application.

Of the three constructs in this framework, the re-
search‘on life phase-is the most exploratory. Statements
about life_phases, unless supported by evidence, should be
understood as postulates or propositions. This raises the
question of how wise it is for educators to draw implications

for practice on the basis of what is certainly considered h&
researchers to be fragmentary evidenceu' Yet this tension is

not new. A practitioner -- anyone who acts and makes

h

decisions -- never has complete information. First-order
questions are "When do we know enough to act?,” "On what
basis do we Justify our actions?," and "How can we test

the continuing validity of our actions and assumptions?"
These questions_arisé poignantly with'every consientious
(perhaps coQ:cious) application of\social science to educa-
tion.f In my opinion these are unresolvablegquestions n

Y i - 4

the abstract. they are essential on a day-to-day basis to

adult education that promotes personal development.
- < . ?

[

To redefine the parameters of the construct, the
domain of life phase includes ideas about age-linked periods
of stability and transition ‘throughout adulthood. A life
phase is a. period when certain issues or adaptive tasks are

presumed to be paramount, either because a "developmental

- y N ) ' ) . | 1‘\1
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. ¢
task® is embedded in the human life cycle, or because so-
ciety's rolg expectations and processes of socialization
-nk;.such changes natural or desirable. Critical life tasks
at.-pteium@d to change with life phase; they are worked out
intornallf (psychodynamically)‘and externally by one's daily
actions and decisions in 1iving. Although life phases are

age-linked, they are probably not universal. Idiosyncracles

of personality, life style and subculture appear to affect
the timing of life‘phases. These idiosyncracies mean that
to determine a person s . 11fe phase it is best to compare
that ;,.pon with hlmself or herself at a former time; never-
theless, there appear to be, on the average, some striking ‘
" and predictable patterns of change and transition. ’
One important contribution of life phase theories
. to an analytic perspective on adult learn1ng is that they
dispel the notzon that adulthood is a stable state in wthh
disequilibrium and distress are always individual matters,
nnrclated to natural or predlctable 11fe transltlons. To
the extent that adults use educatlon as a support -in life

T

transitions or. use educatlon differently depending upon
~ their phase of life, the substance of the tran51tlons and
jthe anxiety that accompanles thenm is 1ntegrally related to
adult education. ’
Pigures 2 and 3, following, present the major outllnes

of the conceptuallzatlonc of Erlkson, Neugarten, Lev1nson,

r~




Gould and-Sheehyleoncerning adult life periods. Later - ..
figuées (’igﬁres 4, 5 and 6) . preseﬁt more of the substance
of these coneeptﬁalizaticns. These charts reveal a startling.
si-ilarity in broad and cbmplementary themes of adapting to
life. It is important to~note; though, when looking at

these formulations of specific perlods in adulthood’ that
nany:of the changes descHLbed by these theorists are internal

*and continuous._ To use Sheehy's words, S

Development takes place on a dallx basis. A series
‘of microscopic erperienc require us to remodel
ourselves continitally, in search of a better fit .
between the innex imperatives which drive us --
love, -sex, safety, autonomy, accomplis t,

- integrity, etc. --'and the outer struc es which
enclose us --~ martlage, occupatlon, and membership
in society’...It -is most useful, then, to -think
of all persons as constantly refining their own
view of the world and their sense of self within
that world.

(Sheehy, 1974, p. 25) °

N
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Pigure )
Bzikoon's and Neugarten's Perspectives on the Life Cycle
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ERIKSQON'S VIEW OF ADULT LIFE TASKS -

-

Erik Erikson's work focuses attention on the‘impor- -
tance of each majér life period in Creating a "vital éersohali;y,”
or wholly funcéioning-pérson. Erikson's conéesxualiiaiion is
based on his psychoﬁnalytic practice, anthropological studies
vithin‘a Preudian perspective, and research with normal
chiidren. Starting with infancy, he conceives of "psycho-
sexual® development as proceediné.through a series of crisés,
each involving critical tasks which are embedded in the human
life cycle. Each crisis is centered around a critical issue

ich contains a virtue to be mastered and an antithesis to
be avoided if 2 healthy peréonglity is to emerge. Figure 4
outlihhs these critical issues; Erikson assigns to adulthaig

Fl
the issues of intimacy, generativity and integrity.

B J PIGURE 4
. : Erikson's Stages of Identity Development
) »”
Life . Critical Issue
Period (Virtue versus its Antithesis)
I. Infancy _ Trust versus Mistrust
.IXI. Early Childhoo<? Putonomy versus Shame and Doubt
III. Later Childhood Initiative versus Guilt
IV. School Age Industry versus Inferiority
V. Adolescence Identity vs. Identity Confusion (or
" Diffusion) ~
VI. Adulthood. Intimacy versus Isolation
(20°'s & 30's) .
* VIXI. Adulthood Generativity versus Stagnation
: - (40's & S50's) *
VIII. Adulthood Integrity vs. Despair or Disgust
L (60's & beyond) L S

-
2., -
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In assigning the issues of intimacy and generativity )
. : Foy

to adults, Erikson quotes Freud's remark:that a normal person.
P N i,,\ %

should be able to do two things well: to love and to wotii
_ - ‘ T

_these being the major tasks of adulthood. 1In one's twenties
tbg issue is intimacy} in one's forties and fifties, the
concern ls vxth generatzvzty Oor creativity and productxvxty,
a vo%nntary commitment to gulde new generations and youngen
associates. Having children does not necessarily insure
generati?ity.‘ The final stage~of_egé integration, which
begins around 60, is'integritf: accepting what has transpired
in one f%ione and only life".as both valid and necessary.

In Erikson's thinking," a.developmental crisis is not
& catastrophe but a decisive turning point which simultaneously
brings heightened potential for intrapersonal integration
aﬁd increased vulnerability to personality disintegration.
Most important, a dedelopmental task is never mastered once
and for all:; rather, at the conélusion of each life period
one  works out a characteristic balance or ratio of positive
resolution of ‘an issue versus its negative opposite. This
balance can be changed by laternexperiences: in new periods
of transition Oone cycles‘back through eérlier crises and re- -
affirms or renegotiates their resolution. This offers one
insightful perspective on adult 'identity crises.” 1In periods
of transition one’'s identity agaln becomes problematic, and
adults are torced to reconsider and pPerhaps renegotiate
previous,reaolutions of trust, autongmy, initiat;ye, industry

—

Q - "
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anad identity before proceeding to newer, more integfaséd and
sitistqctory versions of.intimacy, generativity or integfity.
Erikson might be called the father-og life phase
theorists except that he is in some seise a stage theorist .
as well. “ His stages of identity development parallel
f“dévglopmental ééguences embedded in Loevinger's stages of
-JQo dbveiopgent.,ahd:;here is a loosé correspondence between

them and Kéhlberg's'stages of moral'reasoning. However, inso-
rd . ) . \ -.';3 ) . - . .
far as Erikson's stages are temporal and functional rather

- than structural, he belongs with the phase theorists.

i Erikéoﬁ's central contribution to the domain of 1life

phase is the notion that the life cyciegitself contains tasks

Pd

of functioaal importance to personality development. He has

not done much research or writing abqﬁtzadults, so that»h&§” .

idea that .there are developméntal tasks is more useful than
the specific-information he can give us éoﬁcernihg ﬁhe three
‘issues he identifies for adulthood. Orie importanﬁ and un-

'fresolvéd queééipn is just where these devélopmentél tasks coﬁé

' from. Erikson sees these tasks eﬁeréigg according to an epi-

genetic principle, the notion‘that
«...anything that _grows has a ground plé;, and
- that out of this ground plan the parts arise,
each having its time of special ascendency, until
* all the parts have arisen to form a functioning

whole.

(Erikson, 1968, p. 92) - )

L4
A0

_ Thiq idea‘gf intetnal unfolding is questionedvbyﬁievinsonv'

.'1 ’ . -'. £~ -
e ' . ’ <4
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who has Eﬁxested more enerqgy in observing and formulating

' the components of the evolving ground plan, a éask Erikson

admits he does not know how to do. The question of the
origin of life petiods is not trivial from a praetitioner's-
standpoint:-it personality develqpment is only a matter of
internal resolutions triggered enigmatically by the passage
of txme, one's stance as a helper consxsts malnly of waltlng

for the crlsis to arrige

As Loevxnger points out in a newly-published book
(1976),'Er1k83n s stages seem s;muitaneously based on several
dszerent models or kinds of development. Slpce he himself
does not clear up the ambiguities, his theory is difficult
to reconcile with others’® conceptual frameworks. She sees

bxs conceptuallzatlon as 1mportant in -that it dlfferentlates

.

-developmental progresszons from at least one aspect of adjust-

L

.ment. that is, the crises Erxkson ldentlfles as characterlstlc
of successive 11fe periods are separated theoretically, from

the :atlo of the favorable to the unfavorable alternatxve in

each issue's resolutlon.

L | 8

Fal
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LEVINSON'S VIEW OF LIFE STRUCTURE

- N . - .
' - -

. kae Erlkson, Danlel Levxnson and his assoc1ates at

Yale havo identified crltzcal issues and perlods in adulthood

. @
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Levinson's concern is with generating hypotheses concerning
éolatively uni@érsal,'genotypicw ageQIinked developmental’

"periods in the adult life cycle. He and his.associates con-

- ceive of the origins oqvtheéé periods in both the nature of |

man as a "bio-psycho-social organism,” and in the nature of
sociéty as an enduring form of collectivé life involving
several generAtions.’ Levinson's aéﬁroach is a&Sroad one;
that of lookihg for developmental tasks, structures, and .
processes that include biological, psychodynamic, cul;gral .
and social-str%ctural factors, interacting as he sees it

now in only partial, synchronization. His view of the origin

?

L4

of life peridds differs from Erikson'é:

These periods do not represent s:mply an unfolding
" of maturational potentials from within; they are
thus different from the Freudian or Piagetian stages
of childhood development, which are seen largely as
an internal unfolding. Nor do they simply represent
stage:: in a career sequence as shaped by an occupa-
‘tional education, or familial system. In &ther -
words, the periods are not simply a function of
adult socializing systems, although these systems
Play an important part in defining timetables and
in shaping one's course through them.
~ (Levinson, et al., 1974, p. 4)

-

.Pigure 5 illustrates the major life periods deduced

80 far from Levinson's and others case study research, and

I . -

- the life tasks, marker events (common evgnis associated with

the tasks of a phase), and characteristic éanern; apparently

: associated with different life phgses; 'Levinson identifies

'developmental periods" and "transitienal‘periods,f’_A transi-

Q ] - - o

e
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dowlgattal ks of Ml Lte P

 Lifo Phase

o A
Major Tasks

Marker Bvents Chacactaristic Stance

mvinq the Panily Separate uelf from fanily)

(16 or 18-20-24)

-+ reduce dependenee on

fanilial support and authe
ority; develop ney home
base; regard self as an -
adult

(Tdentity vi, Role Diffusion)

'yhom nev roles and A balance between "béing

autonomous living  in" and "moving out" of the

anjements; college,  family,
travel, army, job, '
Initial decisions about
Wt to study, carser,
love affairs,

Getting Into the
Mult World

(Barly 205,
“31 to 29)

. {Intihacy s, AlonenEsS)

Explore available possibili-
ties of adult world to are
rive at initial vision of
oneself as an adult, Mashion
an initial life structursj\
develop the capacity for
intimacy, cteats a Drean;

* find a mentor,

Provisional comtte "Doing what one should,"
Bent to ocowpation and  Living and building for the
first stages of a carser; future; transdency {s an
baing hired; first job; . alternative track,
adjusting to work world;

quitting, being fired;
unexployment; moving; _
marriage; decision to have -\

+ & child; child goes to

school purchase of a | .
home; comumity act}\vxties;

organizational roles, B

~

v Age 30 |
Transition

(late 20'; *

early' W) -
ERIC

wll Toxt Provided by ERIC

Reexamine life structure
And present comitments; -
make desired changes,
particularly to incorpor-
ate deeper strivings put

~ aside in the 20's, °

=y

dlangé occupation or di- “What i3 life all about now

AN

v

rections vithin an occu  that I'm doing what I should? N

pation; go back to What do I want out.of life?
school; love affair; separ-,

ation; leOtCE, first marr-
lage; remamaqe.

N

Ji



Life Phase -

" Common Marker

!

Najor Tasks ~ Characteristic Stance
. " Events
) ! ) :

. Settling Down Make deeper commitments; " Death of parents: Concern to establish order

(early 30's) invest more of self in - pursue work, family and stability in 1ife,
vork, fandly and valued ativities, and and with "making it*, with
Asts; become a junjor . interests, setting long range goals'

unber of one*s occu- and peeting them,

pational teibe; set a timee
table for shaping one's
1ife vidion into concrete
long=tern goals,

b

Y .
Becoaing One's Bacone serious member of
Om Kan, * - occupational group;
BOK . peune dependent ties to
” boss, critics, colleagues,
(B39 ¥-42) spouse, mntd;. Seak |
independenoe & affirm-
ation by society in mt
valued role,

mentor,

Crucial promotion, re=
cognition) break with ing for the confirmatory
avent) time becomes finite

and worrisome,

Suspended animation) waite

Md-Life .
Transition

Create a better fit betwsen
life structure and self;
resolve experience of dige
parity between inner sense
of the benefits of living
within a particular structure

(early 40's)

ET e

asbitions might not de-
velop change of career;
rexarriage; empty nest;
loss of fertility) death
of friend, sibling or

aging, own mortality,

of self for men, masculine
- aspects for vomen,

Mareness of bodily decline,

energence of feminime aspects

] ", and what else onewants in child, . - .
ﬁe. , . | ,
: Restabilizatin Bacone a'mentor, develop A mellowing of fenlings ad
M . ( m‘ . e }(Generdﬂvity vso Stlgmﬂaﬂf new intgrests or mm" mlatimshlp‘. | -
| 'mlﬁ | retirement; death of °
o ‘I"“”“” "'a\“"‘” ‘spbusey qnd children, . -
4 | ‘ | ' . .
‘ — ¢ J

YE
lsoum for this chart are Lavingon usw, Gould um) ‘Sheahy (19) , Brikson (1968), and Laker 975).

1

Frikson's stages appear in parenthesis. The life phase tltles and tine desiqmtions are Levinson's. This

chart ends prematurely at mid-life, lleugmon's work (1963, '1969) expands the characterization of later

.\)‘f 1dn !
EKC'M '

Aruitoxt provided by Eic:
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2
tional period istdefined as a "turning point or boundary

between two periods of greater stability." A transition may

go relatively smoothly, or may involve éonsiderable inner

turmoil. )
In order to counteract prevailing assumptipqs"that

in adulthood very litt}e is age-linked, Levinson is. trying
to be specific about aées associated with the life periods.
He is also challenging-a prevalent individualistic bias
that says we're all unique ind}viduals with different time-

tables and few commonalities. The researe¢h so far seems to )

support considerable age specificity, even though he gives

overlapping age spans for each period. <
To explain what happens in trangitions, Levinson A\

has created the concept of life structure:

In its external aspects it refers to an indi-
vidual's overall pattern of roles, memberships,
iaterests, condition and style of living, long-
term goals and the like -- the particular ways in
which he is plugged into society. In its internal,
aspects, life structure includes the personal
meanings these have for the individual, as well as
the inner identities, core values, fantasies,
Psychodynamic qualities ‘that shape and infuse
one's engagement in the world and are to some

degree fulfilled and changed by it. . 5 . ‘
T (Levinson, et al., 1974, PP.7-8)

As a concept, the idea of life sStructure focuses on the boundary

bétwgen the individual and society, inviting a fuller examina-
tion}of the social world and the inner dynamics of bersonality. )
What leads to phase changes? 'Puiting’Levinson and -

$
ung together, one speculates that the passing of time sets P
¢ . I

o 7 5
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in motion a series of interacting processes that combine to

)

create pressure oh one's existing life structure. There are
'chinq‘s invbioldgical functioninq brouéht about by increasing

age, changes in the ages of ona's:parents and children,

chanﬁos in cultural experrtations about what a person of one's

- &ge and’ stature should be doing, and, -€finally, progressive
substitutions of one's ideasj about adult "realities" for the

idealized view of adulthood formed in Ehildhoéd.
One of the things that seems to happen throughout

adulthood;is'a person's attempt to maintain an equilibrium

- or "goodness of fit"™ between ong'gblife structure and one's

experience of self. Levinson believes that in creating an

4 ‘ .
integrated life structure one caft only use parts of cne's
. Y

self, which means that important parts are left out. Changes

in life structure can be seen as attempts to resolve dis-
parities between a peréon's.inner sense of the experience of

living within a particular life structupgg, and the aspects
of self that were neglected or left out when one created that

structure. As he explains it for men undergoing mid-1life

~

transition: !

The central issu€ is not whether he succeeds
) or fails in achieving his goals. The issue, rather,

is what to do with the experience of disparity
between what he has gained in an inner sense from
living within a particular structure, and what he '
wantd for himself. The sense of disparity between
‘what I've gotten to this point' and ‘'what it is
I really want' instigates a soul-searching for
what it is I really want. .

To put it differently, it is not a matter of
how many - rewards one has obtained; it/ is a matter

-

Ll . . N
Ju ' o
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~
-

of the goodness of fit between the life structure
and the self. A man may do extremely well in
achleving his goals and Yet find his success hollow
and bittersweet. If, after failing in an impor-
tant respect, he comes primarily to castigate
himself for not being able to 'make it,' then he
is having a rough time; but he is not having a
mid-life crisis. Hc just regrets failure. He

is having a crisis to the extent that he questions
his life structure and feels the stirrings of
powerful forces within himself that lead him to

modify or drastically change the structure.
(Levinson, et al., 1974, p. 19)

Two other concepts‘are important in Levinson's work;
the Dream, a vision of one's personal future, usually articu-
lated in a professional or occupational context, and the ¢on-
cept pf 4 mentor, an older person who serves as adviser;
teacher and protector, whose blessing is crucial, who becomes
pPsychologically very important to a YOﬁné man in his "getting
' into the world"” (twenties) or "settling down" (éarly,thirties)

periods. fhe importance of the Dream and the mentor chaqge
over time with the changing cgnfigurations'of one'’s life
structure. v

. Levingon's formulat@on of developmental periods is

bdéeé on foui_years of intepsive interviews with a'sample
of.foriy men,‘setween ages 35-45, in four occupationgl groups:
blue and white collar workers in induétry: business executives;
academic biologists; and novglists. This sample obviously
limigilgenerqlizdtion. It is certainly an open quesﬁion as
to how universal are the task: and markgr events that haye

been identified for a particblarllifq period. For example,

Q .
3
JArur Provided by ERIC
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wvhere are women in these formulations? Do ghey have.orenms
and mentors? Additionally, although marker'evenﬁa’are éon-
sidered to be generally age-related, some can occur unpredic-
eabl} at any time:; for example, the death of a parent or
spouse, Or ungoreseen technological unemployment. As life
styles become increasinglyldiverse, the key events which
trigger life phases may become even léps related to chrono-
logical age. For example, most couplés néw choose to have
children in their twénties, But others are waiting until
their early and mid-thirties, and still others plan to adopt
8§ child in their forties, making the ~age at which one decxdes
to havo a ghila. and the ag& at which one's: children leave
hone'quite disp te across tHe total population. Sheehy s
(197¢) and Lowenthal s (1975) research shows a difference
in timing of men's and women's 1life phaaeg; there is prob-
ably also a difference between the life Phases of women
whose initial career choices are in the home as oppos;d to
those whose major career is outsi@g it. No one has yet ex-
plored thé life peyiods of women using Levinson's constructs.
Additionally, the dégree of change associated with
life phase transitions probably varies a great deal by life
style and by developmental stage, to mix two very differéﬁfr
ways of classify;pg indiyidual differences among adults. 1In
a traéitionally-griepted life sty;e, or conventional person,
wvhere one lives one's 1life according to others' clear ex- .
pectations, 1ife phase transitions may be rilder and more

~ Telated. For example, they may center iround major dis-




ruptions of a vaiued role; for women, the last child leaving’

home, and for men, retircement. With less tradition-pound

life stylcs, where more options are considered and/or acted
upon in both personal and professional realms (one's per-

spective is conscienticus or autonomous in Loevinger’'s

scheme of ego development): the stress of'chadge may be

greater, ind the marker events less agé-related and more

idiosyncratic. This is pure hypothesis at the moment, but

there is 3upporting evidence in Toffer's Future Shock.

Certainly. research on adults life peripds is confounded

by the probabillty that llfe structure changes may involve

changes in developmental sStage asgs well, and that different

life choices set up different patterns of stability ap

4

transition.

-

In my opinion, proving the universality of particular

formulatxons of life periods is not as important as acknowlegg-

~

ing che val;dlty of the idea that one's.life structure,

viewed 1nCernally. if not externally, changes configurations

at regular intervals throughout one's life. What if someone

ignores feelings of dlssétisfaction and refusee to refc~~ ‘-~:n
a life structure? Levinson's research seems to indic:

that if a man does not reexamine his life at forty, tr

his identity crisis at fifty_will be more profound. Thec

most significant point is ehat any stabilizaéion is temporary---
no life structure lasts more than 8 to 10 years. One's sense

of wglues and przorztzes changes, as do c1rcumstances and

Q
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others’ ages, until one recognizes goals and needs not
satisfied by one's current life.structure. Over time and in
some predictable sequances, we change our life strﬁcture and

our sense of identity.

.-

GOULD ‘S PHASES OF ADULT LIFE

Roger Gould, a psychiatrist at the University of
IC¢1i£ornia at.Los A;geles, has studied phases of adult life
by examining age-related chgnqe; in the issues that people
want to talk about in therapy groups, and documenting changes
in their attitudes toward various aspects of their lives in
relation to the passage of time: for ‘example, relationships
-tO parents, friends, children and spouses, and feelings
about one's perso;{;ity. job, time, and sexual behavior.
Gould’s ;Otk qofroborates some of the transition pqoints and_
developmental tasgf formula;ed-independently by Levinson,
and highlights the_changes in adults' inner experience in

successive life phases. S,

[ 4

-

While children mark the passing years by their
changing bodies, adults change their minds.
Passing years and passing events slowly accumulate
like a viscous wave, eventually releasing their
energy and assuming new forms in altered relation-
ships with both time and people. '

(Gould, 1975, p. 78)

TGould's studies (1972, 197S) have biases in that they

n-.'crpcs-séciional data to aid understanding of a continuocus

-
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process., and appear to have over-sampled middle-class and
protc-sionai populations. This is typical of most rescarch
on adult development not based on deficiency~or pathology,
-wﬁich raises interesting questions for prictitioner).
The important question hera, however, 1is what insight Gould's
studies bring to bear on the coqsep: of life phase.

"h.t. Levinson's contribution is the concept of
changing configurations of life structure, Goul&’s interest
" lies in a changipg teéucnco of inner states of consciousness,
rouéhly coordinated with age, that define one's posturing to
the -inner and outer world. Although these States are time-
dominated, they are not necessarily age-specific for any one
individual. They depend upon a total context of personality,
life style, gﬁeisubcultuxe in which each person's most rele-
vant comparison is with himself or herself at a former time.

Gould's research shbws graphically some of the as-
peczsﬂét'these changes of consciousness. Figure 6 shows
questionnaire itens answefed differently by people in dif-
ferentzaqe groups. Goulad uses the;e differences in.response
to mark off the tiﬁe _boundaries of adult life periods.

Comparing the curwves for all_items. there Aré suggestions

of seven distinct age periods, each with characteristic

' concerns, which are identified briefly in Figure S. The age

2 . SN
breaks reflect averages which include considerable personal

“

- .
variation. How these changes are expressed and dealt with

-
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IR | S . FIGURE 6. . -
i L Critical 'Concerns' Which- Differez_\tia__'te 5&{8'3 Life Phases
.. $_‘:‘a7 q

Sample Curves Associated with the Time' Bq:ﬁzdanes of the Adult Life Span

/7 1 Wy msonality is pretty well set 10 My greates_t concern is my health
Paare e e e e - - o - . -—---—f—-'- ——————
2 I wish that people would accept 11 . 1 ca?t do things as well’ -
" for \lhat am as a person - © as I used"to
---“---‘-pqp“-—-—-- ) . ) , p—‘——-‘—--.'—-—‘_— - oy
: N . . . » " ;/
3 I wish my mate would accept me for 12 I like a very active social life
| e S o e >— '

4 I would be quite content tO'remein 13 For me marrlage has' been a good *
as I am now . , : thing v ) - .

°

-}*--------,---,-----

N

~ [

S ‘l‘here s st:.ll plenty of time to do 14 How mportant are these people to

- most ‘of the bh;ngs want to do\ - . you overall? ]
‘ -------6——-—4—'——3 L - . - v s a— —T == = ——eeparent
6 1 try to be satisfied with what I 15 -My parents are the cause of my
have and not to think so much about - ,problems . ,
the things prohably won't be ablge) 4
to get I
7 I.ife doesn't changé much from year 16 Y regret my mistakes in. raising
to .year. . my children '
L------ - - > e an - o .—lz-'_-—. -:—;‘
N l N —~ . . <
8 Too late to. make any change 1n my 17 How 1mportapt are these people
careet - o I o SR 2] you\ overalli/ " spouse -
-----.,z.—.T_'_ B b S Ss—we——e—— Self
9’ I don't make enough money to do 18 - I would feel lost without my
- what I want - - friend .
< . ’ ‘ ) . - s ——
™ .. r i N v T \ 7 —
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derably from person to person, lt s what one

faces, not how it's faced, that Gould sees as the common
‘.’,. ¥
denominator. This poxnts ~a common characterlstlc of

-

= .,.r
'llfe phase theories; they identify sallent issues- that are

common on a large scale to adults in a szmllar life phase.

How people face them is more a questlon of developmental R

stage and perhaps a reflection of personal style; to call{tof
mind two'other domains of analysis.
In connectlon w1th educat;on, Gould's most provoca-

tive flndlng is that adults seem:to have an ever—lncreaSLng. .

need to w;n permission from themselves to contlnue develop-
lng. This requires persistent and thoughtful confrontatlon I

of how people feel about the realltles of- thelr llves, and
- -
a progressave subst1tutlon-of thelr own conceptlon of adult-

hood for thezr dhzldhood legacy. He explalns it thzs way-:
[ 3

_ The prevalllng concepts of adulthood have’ ob-,
. scured...the fact' that an adult needs to engage
- in any kind of continuing growth process at all. -
i Like: -a butterfly, an adult is supposed to emerge
. " 'fully formed and on cue, after a succession of
. - dcvelopmental stages in.childhood. Equipped with .
-all the accauterments, such as wisdom and rationality,
the adult supposedly remains quiescent for another
half century or S0....Childhood delivers most
people into adulthood with a view .of adults that
- few could ever .live up to. A child's idealized .
image of an adult can become the adult's.painful
measure of himself. - Without an actlve, thoughtful :
confrontation of this image, the impressions of = -
" c€¢hildhood will prevail. An adult who doesn't
undertake thi’s thinking and confrontation lives
" out his or her life controlled by the impossible
- attempt to satisfy the magical expectatlons of a
child's world. ER ,
s (Gould, 1975,'p. 78)
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It is possible that education can, in many ways, helg legiti-=
mize for adults their continuind_need to gioﬁ and %earn, and

can be a way of raising these needs to consciousness..
X . N J'

SEX DIFFERENCES IN SUCCESSIVE LIFE PHASES . .

"ﬁany of the unresolved questionsxabedt life phase
havgeto'de-with sex differencest‘ Are women's life peripds
_different from men s? Are women s patterns of progre551on
thzough life phases dlfferent? Are the developmental tasks
: different for men and women° Of the three domilns in thls'
conceptual framework lzfe phase 1s-probably the most sus-
'fceptible-to soc;ally deflned sex d;fferences., There is

_‘evidence'that the developmental needs and tasks - of men s

- P

'and women s llfe phases are often conflictlng and dls—
synchronous. . o . o C

. Sheehy (1974) looks at Léyinsbn's work fer evidence
) q: wvomen's and couple's development. She finds an unevenness
in_development.setween the sexes;:and oppositional needsathat
Create ponfLiCts_among'couéles‘at>the same life periods. At
-the age 30 transition, for example, men's and ‘women's needs
axe-likaly to produce'a' no-win"” 31tuat10n, as they also are.
for couples in the mid-life transxtlon. A woman in her early_
thirties may be ready to 'get 1nto the adult jprld" if’sne

has stayed behlnd at hOme. or ready to leave/career for

« - - . ) 3
- N : -~
Q o ' .
« ) .

45




1

children if she remains childless. 1In either case, she's

>

at odds with her husband's cycle. Levinson speculates that

given the cbmplexities;of woman's development, it is probably

not possible for a woman to workw?ut a combination of two
careers —-- domestic and extrafamilial —--until 30 or" 35.
This is a sobering thought. How do the individual needs of

"membérs'of a couple clash or mesh with changing life phases?.

| What does this mean for the ind1v1dua1 development of both -
‘1members of a couple, and for the dynamics of couple rela—' ,
"tionships? Are there different developmental tasks for'_ ‘ ;j&f
t31ngle women and men? These are unresearched questions: ‘
Lowenthal, Thurnher and\Chiriboga/(197S) have recently =T
~

published the results of ‘an exten51ve cross—sectional study

of blué and white collar middle-class dnericans for fdﬁ;
'stages"in their lives: highrschool seniors, ages 16-18;
young newly weds, ages 20-38; middle-aged parents whose
youngest child was a high school senior‘.""a\vrerage'(”_age 50; and
-©lder people aboﬁt to_retire, average_age,so. The researcners
chose tnese grotps"because they were facing what they per- -
.ceived as major life transitions, or in'Levinson's terms, | (f

-

marker events. They- sought to identify characteristic
coping styles and strategies of adaptation.-'. |

.The most 51gnificant and striking finding is that
therevare large sex differences in coping styles and strategies-
among couples who could be hypotheSizcd to be at the."samei/// §§ '

life phase. There are convergences between the sexes at the
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senlors, pre-retlrees) and gramatlc

extremes (high sch?o
] divurgences in the middle- (newly-weds,‘mlddle-aged parents).
_th. most critical or stressful periods are different for

men and women. Additionally, women consistently report

more problems "and less satisfaction with their methods of
_coping. although the 1ntenszty of‘d;ssatlsfactlon varies
across life perlods. The s;mllarzty between men's and women'" S
stance at the ends’ of llfe and dzvergenoe in the mlddle

probably reflects the conszderable dlifjiences in sex roles

ptevalent in m;ddle-class and 1ower middle~-class famllles,

”

but that 13 not .entirely the answer. The dramaﬁlcally criss- .
crossing trajectorles of men and‘momen at” successzve stages
load the researchers to hypotheSLZe that therr data may re-

. flect d;fferent types of developmental change, as well as

diftcrent scheduling. ﬁ.?

fhis‘study is important because the other worh on
-1ife phase and, for the most part, the research on de;elope '
" mental stage,-over-samplesoprivileged segments of the.popu-
) lation. Lowenthal and her colleagues dellberately chose to
study cohorts in the mlddle and lower mlddle-class to »
counteract what they saw as the privileged hias of self-

_ actualization studies. One problem in interpreting these

results is that Lowenthal's definition of life phase does
not coincide w1th that of the other researchiers so far. Their

approach is sociological and quantitative; they compare measures

'\‘l‘ ' ) : - *




of life style, self-concept, value 6rientatidn, fr{endship
orientation, fémily configurations, stress, and time per-.
spective across the four groups. They pay little attention,
as ‘do Gould,-Eriksoﬁ and Levinson, to defining the characteris-

tics of each 'stage’ as a stage in a seguence of-life

~
-

-

transitions.
Another difficulty in intefpretation is that some
: ~

differences ascribed to’ age,® or to subgroups within ag¢

are undéubtedlf confounded by differences in developmental

1

1

stage-- That zs, thls study exam;nes szmultaneously, in ;
'Gould's terms, both what is faéed by these four groups of
adualts (a lzfe phase lSSUE), and‘pgg they face 1t (a develop—
-egtal gtage concern. as these stggesAreflect che;acter
and personalfity orgqnizatién). An altgrnative‘way to in-
terpret these:findings ig as an explic&tioﬁ'of‘the coping o
styles of average persons of similar ego stgge-at.fouf
different life ph;Ees. Because the sample was homogepously
iiddlé-and‘1;wer.middle-clas§,7égo stage is probabfy roughly
‘ield constant at the conformist and self-aware.levelsron
Loevinéer's measure of ego-deveiopment. Lacklng ego stage
data, I can support tgis hypothesxs only by 1mpre551onlst1c
ev1dence,_however, my intent here isto 1nd1cate the com-—

L3

Plexity and overlapping nature of these domains of analysis.
. - 4 L}
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IMPLICATIONS OF LIFE PHASE FOR EDUCATION

7
oo

The idea of life phase contributes most to our under-~
‘ ~

standing of the;larger, underlyihg issues which'adults bring
to cducational'ekperiences"of all types and varieties. From
'_Gould'snbork, we know that adults.need 25 win permission

from themselves -to continue developing or to change their
-pextpective. Education -can legitiﬁize"this continued-de—

‘1
velopment in many ways, both formal and informal. Erikson

‘1dontifies the major pfychologlcal issues for adults -- K.

iutimacy (love, affectlon), generativity (work),'and 1ntegr1ty.
His work indlqptes the centrallty of one's concept of 1dent1ty
in both personal and career development. Thls.has'obv1ous
1mp11cations for vocational and profes/;onal educatzon for
;adults.‘ The llterature on career devtiopment, for example,
QOrmerly assumed that career cpoloes were made malnly by
adolescents‘inihigh scbool and college, and made just once:
this is increasingly not so. It is useful for both organiéerss'
and participante‘to know that adults making mid-career éhifts
or changing careers can be expected to questlon théir iden-
g’&ity. in fact, entering a training program they might be
expected to rev151t all of Erikson's crises, start;ng with
trust versus m1strust and emdlng, hopefully, at generatlety.
Thuljuérikson 's developmental crises can be seen as natural
‘and expected Phases of adaptation to an educational program

,(. :.‘\‘

whosc functloﬁ"Ig at least in part,'enabllngépeople to
P

" ~°0° 1life Rransitions. Here, Levinson's concept of life

I¢ " | Z R
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structure adds insight. "Going back to school” usually in-

voltes majortchanges in life struotufe:_surely“it helps to
be aware that this change is most likely associated with
] neglected aspects of self that the person is tryzng to re-.
. clalm., Sheehy's and Lowenthal's concern for the criss-

crossing trajectorzes in men's and women's development also. ,
. - b

raises important issues.  1If women's-develqpment is different

in either quality orvsoheduling, what does this mean for

‘ . { ‘ - T - ’
wonen'’s colleges, for agencies that. serve women, and for

educational institutions and Programs that routinely mix

-

the sexes? "

*e

In sum, to the extent that educatlon is, or can be,-
3-

a. facbor influencxng the quallty of life for adults, 1t .

seems essential that educators pay attention to llfe phase

«

concerns. “Payxng attentlon can vary,,of course, from
/’.
informal acknowledgement of students - concerns to the design

of or1entat10n-sessxods, workshops, changes in courses or
s f

teaching methods, the forming of support Oor counseling
groups -- in fact, any institutionally leoitimized process .

of self-examination. -To the extent that the developmental

\

taSks of life phases.are influenced by socialization processes,
an educational lnstltutlon or'program may have enormous im-
pact\z Educatlon 1nvolves norms and- expectations; most people
look to teachers as guldes and models. The»socielization
process set in motion and 'psychologipal contraet”™ developed'

-

with students can be tremendously important to personal
Q

15




\ - | 40.

. . -
_— C o . {

development if it reflects an understanding of the.personal
issves underlying participation. .
An understanding of -1ife phase highlighté the personal

uses of education: Vhat-is education good for? For whom?

And at what points.in lifa? BecauSe a person's interpreta-
tion of the meanlng of his or her 'life and the problems that

need solvzng Shlft with 11£° phase. these transxtzons:are
likely to generate new needs and uses for -education. For
exampie, in Sheehy's ”pullihg up roots" period (age 16-22),
colleges and universities and the army are the majo%'social
‘institutions that help adolescents break awgy-frap the%;
faqilies’and estobli§h'sopéiate4ideotities,‘ a 'provisional
adult' (age 22-29) io‘more likely to bo interestea in job-
relaﬁed educatlos, whereas someone undergolng an "age 30
transition (age 29-32) is frequently seeklng redeflnltlon
of life aims or new eareer dzrect1ons, often in the guise of
_ rpturning to college for a master's degree, or taking yoga
at a community adult education center. A person who is
“footing' (age 32—29)-may be engaged-in upgrading profes-
Joional skills or pursuing valuéd hobbies; at "mid-life
‘transition' (age 39 -43), there is need for social support
~ for widespread reeéamlnatlon and questlonzng. Wlth "restabili-
- zation ard floggrlng” (age 43—50), a'person is 11kely to seek
'opportunities to pursue neglected'interests or aitogether

new 1nterests,'more social and avocational than vocational.

.
~r

Q
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o e 20




\ ;o . | 41.

.\. " ' ¢ y

With retirement, tpere’are Surther opportunities for recrea-

tion'and_leisure, and aging brings needs for social contact

and personal /support. .

Although there is no systematic evidence, it seems
pProbable that people's. uss of education, both formal and
informal, in resolving devélopmental tasks or mediating
transitions is differentlally related to age, sex, occupat;on,

‘soclal class, and personal ‘inclination. ThlS fact, 1f it is
a fact, raises major questions for educators, partlcularly

"Afor national and Lnstltutlonal policy. Middle-class and
professional groups traditionally make the-most use of formal
education, while lower class adults and people wlth soczally—

' 1dent1f1ed needs (e.gq., alcohollcs, the unemployed) tend to
receive what could be called educational programs from social
service agencies. The sparse data on this matter is intriguing.
Statlstlcal analyses published by the National- Center for L
Educational Statistics (Gilford, 1974) show that adults en- ;*
rolled in educataonal_programs across the broad range of

postsecnndary education” have ~high levels of education com-*
pared to the general pOpulatlon. Medsker's (1975) study of
the characterzstlcs of students in a cross-section of non- -
'tradltlonal college programs shows that by and large the |
nontradltlonal* students are older students with the same
characterlstlcs as traditional ones: middle-class and

Profesionally oriented.

Q

&8
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It is interesting to speculate on the ways life phase
1380.8 and transitions are influenced by socxal class.
College, for example, is a critical medlatzng'institution
for middle-class youth leaving the famiiy. What are 2ie medi-~
ating mechanisms for a young man or woman whq.must enter the
labor force immediately after high school “(or who drops out),
lOl-ono Uho perhaps cqat;nuee to live and work within an _
extended family? If the developmental tasks of life phases
cut across the population,—— and they must to some exient'
or the concept is too broad to be meaningful -- ‘then why is
it that educatlonal lnstltutlons serve some groups and not
‘others? With the increasing age of the United States' popu-
lation,: should there not be more institutions that serve
older adults? These questlons poxnt to classic pol;cy
makers’ dilemmas. When and how and for whom should ser%ices
be §zovided? In a decentralizéd'educétioﬁal and sogi;l |
service system, Qhose'responsibiiity is it to sérve whom?
And why? How much reSpon31b111ty should be.left to 1nd1—

vidual adults, and how much assumed by society?

~

_ One obvious and practical use of life phase research
lies in informing'program design 'and insﬁitutional strategy --
for example. in identifying potent1a1 new c11ents for edu-
cational services, in conceptualizing new services, and in
-te-desxgning delivery mechqnlsms,develoged for a dlffe;ent
Clientele. Some colleges seeking new clieﬁtele; for example,

havc‘bgen turning with considerable success to senior c1tlzens

'-'Aﬁt’-—.f\nfa
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6011eges. competency-based prokessional‘training and other
mechanisms of 'nbntradieidnal' higher-educatiohiappeal'to
adults with work and family compmitments Qho &annot study in
the—txadxtlonal manner. Wlthzn and outside of 1nst1tutlons,
it is possible to identify groups that are more likely than
others to be at risk" undergoxng life transztxons, and “to
develop short-term gounselzrw, caneer developnent dr personal

\

snpport groups to help ease the transztlon. For example,

mlleges have such support systems for older women who

are returnxng to school, other groups mlght need similar

-~ -~ -

-

support. - |
A finai and related pdint is that we do not have
very good information on the-extent of adults' demand for
education. There'have been a few attempts to esta?lish
national base-line and trend data regarding magnitude of
adult”participation. but most participation research has '
investigated age and social class‘correlates of’partieipation
from a sociologxcal perspect;ve. The focus is now shzftlng
toward attempts to identify the psychologlcal and attltudlnal
‘variables influenc;ng partzczpation (chkznson and Clark,
1975). A study that looked in -depth at adults' &emand for
'and differential use of education from the theoretieal per-
spectives of life phase,'developmental stage, and learning.
style could be potentialiy extremely useful. o

One of the most salient lnszghts af forded by 11fe

Q

phase theor;es and research lies in the recognltlon of anxlety,

oL
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Cd;.equil;briun and transition in'the lives of adults who
teach, study and administer:"lf people are aware that others
lh.t‘ their contus;on, if they perceive d;sequzlibrxum as
pett of a normal and expected growth Process -- if they have
labels for the internel ckaos -- th;s can alleviate anxlety
and inprove potential learning.

Barold Hodgkxnson (1974). has taken Levznson s formu-
lation of lzfe ‘Phases and identified life phase Lssues in
college faculty members' and administrators® 1ives.' For

N example, he sees younger “provisional adult” faculty-(age 22-
r’29) as engaged in career testing and dream-bu;lding, perhaps
with aid fron an older faculty person who serves as a mentor.

. “Settling down" faculty (age 30-39) are concerned with pub-
lication and research, with gaining a'renked poqiticn, learc;;é

-the committee system‘for prestige and autonomy, gaining tehure, '
aqF are becoming';nvolved in the activities of national |
learned societies or professional associations. "Mid-life"”

- (age 39-43) brings reassessment of one's goals, perhaps down-

~ward revision, and a last chance'to leay%}academic teaching

for some other' career. '?estab111zatio; f{age 43-50) is ;
likely to involve renewed commitment to the academic institu-
‘tion, satisfaction with one's status, enjoyment in playing a

_ l.ntor role toward younger faculty. and the establlshment of
ftiendship groups and interests outsxde of teaching and re-

search. Hodgkinson describes a sxmxlar progression for adminis-

—
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trators, iilu;trating theé opportunities and problems which
changes in life phases bring to their_job‘perfo:mance. He
calls attention to the central importance of 'ecqénizing that
crisis and reorientation are the vital centers of persanal -
§rowth. ‘ |

It would seem to be more useful to utilize
Levinson's work, and our speculations on its impli-
cations for higher education, as a diragnostic tool —--
helping us to understand individuals in the formation
and revision of their goals, helping to mediate their
conflicts with institutions, other persons, and
with themselves, and above all, helping them to .
realize that some crisis and reorientation are vital
- for continued personal growth: without it we continue
to live last year over again. With it, we can begin
to understand the oriental definition.of crisis --

a 'threatening opportunity.’ _ T
T : (Hodgkinson, 1974)

Hodgkinson's'formulation is apt, but incomplete. He
fails to separate the personal and interpersonal uses of
1nsi§ht.from instiﬁutional uses. Apart from its influehcé on
interpersonal perception and interpersonal relationships, how
does one operationalize understand?ngs‘of the kind Hodgkinson
describes? This question can be asked of'all the "under- -
standings® that research,and deve;opmeﬁtal theory provide.
"It is not an easy question to anSwer.. Although I have sug-
gested some institutional implications, there are many un-

¥

becq@@q anything that might be

answereéxquestions with res

described as implementation of the idea:

%

~ Since the theories aren't integrated or complete,

how can we use them?

—
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- If developmental tasks and marker events of life

phase differ by life style, social ciass and

. - “
-

- personal idiosyncrasies, how do we identify\iife-

phases? ' , _-' - .

# . - There are no current instruments for measuring °
life'phaSe, according to any,theoéy. Can age .be
used as a global proxy? (It probably‘can,'in that

if an institution serves a new age group the per-

-

‘sonal issues underlying participation wiil probably
j.‘d be different. rBut which issues, in what develep—

- mental sequence?) - - ' -

I - -
-

~

= The current state of resea:ph leaves mggy unanswered

".questions concernlng life phase.3 they are age-. R

i e
-

_ * ‘linked but ‘not unlversa14 are thé?é suff1c1ent .
| f g -; comnonal:.t:.es ' to warraht program changes" "If -
| idiusyncra51es of personalzty, llfe style and sub- |
cul ture affect’the substance and tzmlngjeﬁrilfe

phases how ‘does one use the" concept° How does one —~

o

deal w1th the unknoﬁn dlfferenceg between men S .

-
-

and. women's, llfe perlods’ - - .ﬂ

-

-

.=~ On a large scale, the age dlstrlbutlon of our pop %~

-

lation p:ovxdes gS'WIth 1nformataon, alb81t - ;@ P
hYPOthetlcal ‘about: fhe. demand for particular. klnds
of educatlon. With decentralized systems ‘for ‘egu- o

. - LT - 4 - : . o
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cation and social services there is no organized

response to this demand. How then should institu-

/. '. tions respond?

’-'Although it might De solially useful to identify
groups "at risk"™ and of servicee, this can also
be'patroaizing; and provide services that are not.

 wanted or that create dependency.. How can we use
this concept so that we don*t create just‘another

label (Hodgkinson calls them "aged boxes") for

- classifying adults? .

4 How much does eduwatlon relate zo - personal develop-

L g

~

,5/\. ment or to quallty of. llfe? Kow much shogldtlpz
-

S "'JWhat role does an educatlonal lnstltutlonror program‘

play in medlatlng 1life phase transitions? What

»

. role is approprrate’
= ) . .

C- Who in an 1nst1tutlon should be responszble for

1dent1fy1ng the larger-lssues of life phase, and

gan121ng'1nstructlon,,sqglailzatlon, ana counsellng

* - - >~

_ Egjtake them 1nto account’ e T,

- How do we ihstitutionally‘Iegitimize persodal
, -
development, -or the idea that adults can use’' edu-

.-

'~catzon fO{ support ;n-lzfe transrtlons?

h '-/,/) t\r_ ﬁ"‘_’_ ) __— - .

o : .. . C e,
‘»“’ﬂi’ff’ Once‘one-leaves the areas of understandzng where

a

-~ ,,'-..—.,- a
i S -

'[R&Ciierpenaonal sarceptzop and'lnteractldn are, key ., and- tr1es~to .
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think of institetionaiized or institﬁtion-wide implications,
these quistions arise. "~ This may point to the most powerful
use of the idea, which is as an idea. - If knewledge of adult
life pcriods_é-_just the’fact'that transitions exist'--.were
conmoh knawledg 7 ple w;ght expect them. plan for them,
and act wzth rjore wlsdom themselves and with others. On the
other hand, educational institutions, whoSe specialty'is ‘
fostering learnlng, have a tremendous responsablllty to be
consciou:; of the assumptlons underlying their ways of organlz-‘
1ng inst:uction and the soczallzation processes they perpetuate.
lhat, for example, is; the message/if there is no age-box '
- .

5’.t {orty on the applxcatxon forms? . ' .“' | o

\

{

-
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o CHAPTER III

THE DCMAIN OF DEVELCPMENTAL STAGE

The concept of structure is central to the idea of
developmental stage. A stage is an ideal-typical construct

which descrlbes different psychologlcal orgaﬂlzatlons, or

basrc mental structures, at drfferent porntstln one's develop-

ment. Different stages re eseﬂ@’d&éﬁerent ways~of orderlng

the world -~- - of actlvely strusguring one's resﬁonses in ways

, that are themselves structured in shapes and patternSIthat .
er83y7lﬁVDiyed, but can be -

z‘t stage theorzes offer detalled

mapesef cognitive, emotlonal, 1nterpersona1 and ethical -

may not be recogn;zed by

recognized by others.

v

. . ) - - - ¥
’deveij§mcnt: as such, they provide one way of ' determirting
"where people areeat,“lat least psychologically speaking.
In this,iies‘their tremendous relevance for education. -

The most fundamental»aspect of the construct lies'in' 4;

-

} ‘\jfi assertion that developmentil stages Tepresent ggélltatlvely
y

different frames of reference for lnterpretlng and respondrng
to dally experxences. This means’ that%we do not all llve in =
the same’ perceptual, 1ntellectua1 and 1nterpersonal woﬁ&d,
and that "social’ facts and objectlve environments" are. not

facts or ObJECthC at all, but subjectlve phenomenon organlzed

Iy

gf in stage-related ways. Earller stages in nost deyelopmental
. . . A, » ‘ .-

- -

-

-
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"* sequences describe a movement outward from an egccont g

[ N -, - - e

crien_tation. toward the worlwpclazor stages ceoscril » oo i
ton;u:d increasing self-awareness and a broader, more compl-ﬂ_x
" understanding of social phenomena. Cognitive ability becomes
more comtplex with upward stage progressions. These progres-

sions are prov@raiive because they seem to represent un-

¢

intended consequences of education, if not intended consequences,
as evidenced by a correlation of higher developmental stages

with increasing levels of edzication.

llost of tﬂe research on developmental stages has been
&ne within. the tradltz.on of cognitive developmental, or
'ltrnctnral, psychology. In Jean P:Laget's classic {1960) ‘ j/’)

dcfin.ition, stages descr:.be an J.nvariant sequence of . mental V
orq,izations whlch constitute qual:.tat:x.vely different frames

ot reference toward experlence. They are h1erarch1cally in-~

[}

teqrated that is; subsequent stages mcorporate and transfo}m

-

~ earlier sta.qes, and they represent structured wholes" .or:
.wt-organlz‘ltlonrwsﬁderlylng one's basic approach to the\- -
world. Development in Piagetian. terms (1967) ls seen as pro-
gressive equilibration fro:n a lesser to a higher stdte of .
eqﬁilibriutl, throu';;b mental structures that are continually

undergoing transfomat.tons and mdinng toward more complex
v -
lmls ofax.fferentlatlon, integration, and stabll}ty.

"o

Individuals assimilate experience to an extant Structure

and then accomoda"t_e the structure (as a result of perceived

Q - -
. S
-




discrepancies between experienced events and thought structures
3

v

to 1nterpret them) throuch tr:::‘cr* tions and recombinacion
¢ I3

which resuit 1n @ nesw and more differentiated structuring of
experience. When considerable numbers of elements in a

structure have been transfor.ed, a.new structure of "stage"”

of development. has been reached. R

Piaget's research has been done with children, not
adults, and his focus has been on the development of children's
logical thinking and moral judgment. Because I want to inclu&e
the areas of emotional, experiential and interpersonal develop-

ment in the domain of‘developmehtal stage, I use a broader

.

definition of “stage’ than tQat adopted by etructural_theoffhts,
Piaget's ideas are, nevertheless, fundamental touchstones for .

""exemining~the assumptions of the construct.

l‘

T There are many stage theorlsts,.each deals with. a

- v
Fad

- somewhat d;fferent strand of development. I discuss in ‘some
detall Lawrence Kohlberg's stages of moral reasconing, WLllzam
; Perry s sequenced positions of intellectual and ethical

development, and Jane Loevinger's levels of ego develoPmen;.
ST 4 iy

. Additidnally, Harvey, Hunt'ané Schroder (196}) have identifie
‘a sequence .of conceptual development and personality organi- ’

zation which parallels Perry's positions, although it was

-

-

developed independeqtly.\ Selman (1973) has identified stages
_ : - » . '
- of. social role-taking that'p;obebly pPrecede Kohlberg's moral

stage®’ as “necessary but neé”sufficient"‘preconditiéns for

oy,
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stage chnnge, Fowler (1974) has identified stages in the
development of faith 2nd religious orientation (which aiso
parallel Kohlberg}s stages). and Broughtdn'(1975) has'cot-
Cceptualized sgtages of’ eplste*oloqical development which are
compatible with those of the other theorists. , Although
various theorists focus on d;fferent aspects of development,
anad predictably differ somewhat in word usage, definition

A

of terms, research methodology and scorlng systems, thelr
N
apptomch is congruent. There is reasonably satlsfactory

cvid.nce that they are describlng and 1ndependently verify-

ing related developmental progresszons.

Tbe evidence that developmental stages "exist” lies

in the fact that people hypothesized to‘be at dlfferent

4 \ "

stages react q;fferently to the same experience, and some of

those differences are predictably patterned. «There is also -

" longitudinal and empirical verification various develop-
. ‘ .

‘mental’ progressions. This evidence ie“' stantial, although
not unquestionable. 'Kohlberg, for example, has longitudinal
datd for’ a s1ngle set of subjects for over 18 years. No

one has ‘skipped stages; what seemed to be regression to Stage
2 on _the part of brlght con_91entxous high school boys who
were in thezr fzrst years of iollege and going from Stage 4
to Stage 5 was solved‘byfthe creation of Stage 4- 1/% (rela-

. tivisni. -Perry's sclieme was derived from an eight-year @

' loagitudinal study of two groups of Harvard ;;EE?Efaduates.

\

Qo : . ’
. . - ~ . -, -
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~ stages.

.Loevinger's progression of egQo levels was constructed with

cross-sectional data from a projective\seﬁtence-completion
test; she~and her colleagues used elaéérate boot-strapping "
procedures over a_:en-year I-2riod, alternating between

clinical judgment and empirical verification of responses.

Thus, while not everyone's work was with "adults"-- and this

.is an agenda for future research -- there is a substantial

body of scholarly work supporting the notion of\developmehtal‘a

There is a persistent argumenﬁ among researchers
about how to assign ana 1nterpret stage scores -- whether a
score should represent a person's hzghest possible level of
functzonlng, or modal level, or level of core functlonlng
consistent ;&th behav1or. Theorists make these dec1srons
dlfferently, SO scores and stages' are.not exactly comparable
aCross theories. It is true that people S responses on any
stage measure cannot be conszstently a351gned to only one
stage. ‘Thus, it is probably more accurate to speak of

-

individuals having a modal stage, or a level of core function-

ing, which is possibly different for different strands of

)

development. A moral reasonzng protccol. for example, usually

-

shows three stages: a domlnant stage. a stage which a person

Ais leaving, but still uses, and a stage he or she is moving

ghich has not yet crystallized (Kohlberd, 1969).

to prefer reasoning or responses at the highest




level which they can understand, which is_often one stage
aﬁcad.of their own modal stage. People at higher stages
apparently have a wider repertoire of mental structurcs through
which to 1nterpret experience; a person at lower stages is
unable to comprehend the ideas, mptives and pereonality dy -
namics of persons at h%gher stages. Insteadﬂ he or she re-
int.rprets them into less-differentiated conceptions. For
example, children asked to role-play family situations with
role de;criptions higher than their own modal stages reinter-
pret the role-play parts to their own stages (Blasi, 1971).
frakeability studies” using Loevinger's measure for ego
development (loevinéer, 1973), have shown thet you cannot '

I'd

fike a freely constructed responseemore than a half stage
higher than your own, although you mayﬂecore higher by choos-
ing pr?—constructed items from a multiple-choxce battery.

This }j,not merely a matter of measurement. a developmental
‘stage. at least theoretically, represents a structural po- @ .
tentiel or constraint on understanding and action. |

Another persistent argument concerns the relationship
of stage-related coqnitipe and interpretatjon to one's daily
actions; for example; one's tested level of moral reasoning
to one's practzce of moral behavior. With moral development
thete is no one-to-one'ﬁorrespondence between judgment and
action, but it seems clear that a person's actions are framed

out of stage-related patterns of thinking. The two are

dezinitely related. With Loevinger's measure of ego‘develop-

.65
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Clear-cut, as her measure and scoring system comes closer to
tapping behavior.‘ Mowever, knowing someone's developmcntal
stage'dees.not alloh one to predict behavior, except on the
level of interpreting patter.-s of behavior, and their meaning.
What causes development, or stage change? Stages are
constructed by each‘per§on thrbugh an active p;ecess of making
meaning ftO? experience. It is not clear why for some people, -
at some point, develaopment stops or th al¥ adults do not
move on to the higher developmental stages. One can posit
development as a personal act of will which iﬁvolves ove:-
coming eensiderable internal defenses, both cognitive and
emotional, tendingAfoeard‘equilibrium or the status que-'.A .
developmentai stage is a poﬁerful and self-reinforcing ffame
of reference. The environment also influences potehtial for
development. Poverty, hostility and deprivation ‘can set
Ceilings on growth. What ’stops”wdevelopﬁent, as well as
what fosters it, is an unresolved question. Devel-
opment apparently Jstops‘gpen individuals do not heye the
disequilibrating experiences which lead to formulation of
highef stage structures, or when they "have" the‘experienee
but cannot or do not choosé to use it to change thefr basic
way of experiencing the world. But this is only a partial

answer to a complex question. C ,

N

It is also an open question as to how developmental
stages are related to age in chxldren and in adults. The
research with children is spec;fic regarding this relationship;

with adults it is not.. Can schemes initially constructed to:



# .
describe children's development (e.g., Piaget, Kohlberg,

Salman) be applicable for adults? Adults and children often
have gsimilar pcrsonality traits, but Vh‘t are the eéscnt;al
differences botwepn a ten-ycir-old child at Kohlberg's stage
of instrumental cxchange (Stage 2) and an ;dult at the same
stage? When do certain stages become dysfunctxonas for adults?
Jdoevinger sees ego development. as both a2 normal devel-

opmental sequence-forichgldréﬁ and a characterology or typoloéy
which :ﬂowﬁjihdividgal d;fferencés:;mong adults in a given
age cohort.” Her descriptions of the sﬁage pfogression in
ego davelopment start with "the infant,” move to "the .child,"
and then, at the conscientious stage (Stage'4); shift to "the‘
person” (Loevinger and Wessler, 1970). There are many adults
at the lower stages, of course; just how they are different |
from children at those same stages is unclear.-

' Again, what causes stage change? We have only pre-

- lininafy answers. Piaget postulates that stage change depends
upon experxence. in particular, discrepancies between one's
‘expectations and experienced events. Some moderate disc‘ pancy
1s.believed optimal tc promote development. A child Shi:§;\\\ki?-
into a new cognitive stage through a series of experiences -
in which his expectatipns are disconfirme@; e.g., a variety
of objects dc not float or siﬂk as he predicts, and he cannot
use his old.ways of thinking to explain a new phenomenon (In-
helder and Piaget, 1958). Kohlberg sees role-tak;ngf%pportunities

65
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intellectual stimulation, rcsponsibllity for decisinn-maliing,
exposure to 1nd1v1duals thh conflicting vxewpoxnts,.cxposure
to reasoning at the “next stage up," Fnd living ;n a world

or community which is perccived as fair, as preconditions

for adults to change stages of moéal.judément (Kohlberg, et
al., 1974). Lasker (1974) sees stage change in ego develop-
ment as procceding through a succession of mzcrochangeg,
small realizations about oneself that accumulate over a period
of time and can, after a period of pe;Sonal disequilibrium,
form into the personality battern of the next stage. This
conclusion comes from formative research on the impact of

an ongoing traininq pregram designed to take adults thrcugh’

a'series'of experiences leading to microchanges and then ego-

stage change.

Of the three constructs in thzs analytic framework.

the construct of developmental stage is by far the most

value-laden. The structuralists' definition of stage as in-
A\ d

s

variant ‘and hierarchical raises in some minds the spectre of

an elitist thesz\Egpgéyiﬁg values at odds with their own.
What eQidence is there that'higher stages are better? '
xohlberg maintains that higher moral stages are better becauée'-
they are logically more aéequate, they embody a natural and
universal human érogression, and movement to higher st:ges

is rehabilitative and leads to more consistent and responsible

!
behavior. He also maintains tﬁat there 1s Clear evidence ‘that

bo b



perscns F-n-oninglin a mdfo morally mature way act in a morc
nnt;xc way. However, most of his work with edults has bcen
with prilon‘inmates at pteconvent;pnAI levels.

'roe‘exanple. seudies_in the United States end otheis
countries indicate that criminal offenders score remarkab‘y
lower on lbhlberq s measures of moral judgment than non- -
of!cnders agf the same social background. The majority (7‘\)
of non-crininal adolescents and young adults ;;e at Stagu 3
'or 4, vhilo-the majority of adolescent offenders are at %tage 1
or 2. Higherx stage people can, of course, be 1mprxsoned for
their moral princxples. for example, Mahatma Ghandi, Sc'rates,
and Martin Luther King. Studies of the effects of moraj Judg-
ment interventions in priaons appeat to show that anavés who
have teAChed conventional stages (Stages 3 or 4) in moral
judgm.nt aze less likely to be reincarcerated than pre onven-
tional (Stage 1 and 2) inmates (see Kohlberg, et al., 1974,
pp. 27-28). | |

It is probably true that it is dysfunctibnallfor an
lduIF in our society to have a personality organizatjon or
lontaligy'below that of Kohlberg'é conventional stages (Stages
3 and 4) or Loevingef's conformist stage (Stege 3). After .
that, agreement tendslio break down. The higher stages involve
underst;nding and questioning social no}ms and values and \
oo-etincs taking individual stances agaxnst one's social
group. Th;s is not a unxversally respected value althouqh
nany people tend to espouse, it. .LoeVinger ieves that those

- "'\-..
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who remain below the conformist level Lbeyond childhood are
irobably mala justed, many undcobcodly so tn their own c}és.
Howuver, éhc ilso cautions that many self-protective an
opportunls:ic (Stage 2) pcrr ns are quxce succesgsful 1n our
society, and 1t 1s faintly presumpticus to call them mal-
adjusted. In the end, she maintains that the higher'eqo
stages are not necessarily better in the sense of conveying
'more happzness or greater adju:tment to lrfe s problems,

she does see them as representing greater adequacy in coping
with progressively deeper and more complex issues and prob-
lems, both intellectual and personal’(Loevinger and Wessler,
1970). |

A final unsettling queirion before we proceed to

examine a few theories in detail involves suspected and cross-
cultural relationships betweeo soc;al closs, amount of educa-
tion, and stage of development. Kohlberg's evidence for
cross-cultural universality is based on studies in Mexico,
Taiwan, Turkey and Greﬁf Britain_(KoHIberg, 19&9): he un-
equivocably claims universality er'his stages of ooral ﬁ\\‘
reasoning. ALthough Loevingcr is ﬁuch less quick to claim

cross cultural validity for her construct of ego devel opment,
Lasker has unpublzshed data for Curacao that shows that soczety
stratified by income and educatzon ih proportion to 1ncreasing
.ego levels., Hc is ccrrehtly collecting data which is expeccted

to show that rank and respon51b111ty in a larqe 1ndustr1al .

corporation are stratified by ego levels. wzth increasing 1c¢els

ERIC b3 -
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ot ego develoonent related to comg;tence 1n handllng super-—-
. n

vxsory and manage 1a1 posxtioﬂs. There is no- such data for -

the Unlted States, but I suspect that in gross statlstlcal
terms we would flnd the same stratlflcatlon. These relatlon--‘
ships, 1nterest1ng to be sure, have soberlng lmpllcatlons for-w
_educatxon. - o | T .

_ For our 1mmed1ate purpose 1t is sxgnlflcant that most
adults do not reach the hlgher stages in- any of the develop—
a.ntal schemes. Althoughﬁrlaget ascribes the development of
tormal operatlons to 1ate adolescence {12- 15- for some, 15 20
years). Blas; Shows that many adults do not-reach formal “
operations, at least on Plagetlan tasks. - Loevlngerasees ‘the
average American as a consc1entlous conformist,? a transxtlon
(f£rom Stage 3 to Stage 4) that appears to be modal for some
‘ltudents durlng thelr first two years of college. /Kohlberg
assignalhls Stage 4, or authorlty and social order malntalnlng
orientatlon, .as the modal stage for most adults. ' Because
adults do not automatlcally reach the hﬂgher stages, eten tne

“

conventional stages," and because stage change As possible

¢-~§
in adulthood, ‘these facts have powerful 1mpllcatlons for
Co ‘ ’ e, : E LT

.
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KOHLBERG 'S STAGES OF MORAL. JUIJGMENT ' o :
v ~— . . : . ’

'thlberg S stages of moral reasonlng represent studies

_<ER&Children, adolescents and adults over a 20 vear period. -
. N R |



' ’LongitudinailstudieS”have,verified that.indi%iduals pass

_px*nverztlonal level is ‘cha 'acterPstlc of chlldren

'»and adult ‘who understands, accepts, and attempts to uphold

CA . .

-‘rough

the stages sequentiaﬁfg} There are three leveis*bf moral de-
velopment, each of whlch has two stages enbedded in it. The

under

and of a; majorlty of adolescent trlmlnal offenders.h

:age 9 llp -

At thlS level the moral rules and values of 5001ety are under-

o
stood only as "do's" and "don' ts" assoczated with punlshment.

.The conventional level is the level of the average- adolescent

society's values and'rules.» The postfconventiona;elevel is

the level at dhich customs and social rules are critically

. examined in terms of unlversal human rlghts and dutles and

'nnlversal moral pr1nc1p1es (see Flgure 7, folldwlng) N

L

Although Kohlberg s Stance was orxglnally ”naturalistic,“
e T~ .

. there is ev;dence that ‘efforts to promote stage change .can’ be
‘succesﬁful.' A ser:es of studles by Moshe Blatt (1971. Blatt

‘jand Kohlberg, 1971) showed - mdbral dlscuSSlon groups w1th

%7
hzgh school-students could promote development by about one

a»

{thalf-stage on. Kohlberg s scorlng system. It is 1mportant to
‘note that there areé changes in reasonlng, nét in- behavzor, o

although chances in reasonlng are belleved to- be precondltlons

'for con51stent behavxor change.

The success of these discussion groups has led Kohl-

berg and his assoc1ates to con51der what might be done w1th1n

~

elementary_and secondary school social studies classes to S

Qo romote moral development. A first principle of their approach

(E RIC

===gs that moral development 1s not promoted through dlrect )
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teaching ahd'inltrﬁction.

Our research evidence Lndxcates that t!c cu-rj
goneratos his ownrilevel of thinking and ‘changes
- gradually. The task of the teacher is to facili-

- tate the process of change. Studies (Rest, 1971;
Rest, Turicvl and Kohiberg, 1969) 'suggest that it
is not possible to get children to .comprehend stages
much highe: than ‘their own, much less to use them
spontanecusly. All children were able to represent
correctly all stages below their own as well as
those eir own lcevels, and some children were
able t this for the stage directly above their

. own al Almost none were able to comprehend .
or tranflate reasoning two or more stages above
their awn. Those children able to comprehend higher
stages alsao showed some spontanecus use of these
stages (25%). in the pretest interview. Comprehen-‘

- sion of a higher stage, therefore, reflected the
child’s natural movement toward this next stage
~ period. Success in stimulating . change to a higher

- stage requires (a) helping children to understand- .-
& higher stage of reasconing, and (b). facilitating
thelr acceptance of that reasoning as their. own,

7Y with the spontaneous use of it in new situations.
Yoo ‘ _ (Kohlberg, Proceedings, P- 42)

dip -

hS l -

Instead. moral development is facilitated through one-to-one

—

1nteract:ons in which the teacher's verbalizations af& one - ;"

=

lt‘p abov. the level of. the student. The! teacher s primary

' -

taii according to-xobiberg, is to help the student (a) focus -
on qenuine moral conflicts. (b) think about the reasonlng he
or she uses in solving such confllcts, (c) see incon31stenc1es

and 1nadequac1e3 in his ‘way of thlnklng, and (d)iflnd means

“

of r.lolving such inconsxstenczes and inadequacies. Discussing

aoral_dilemnas faq&}ztates thls process. . The focus for change

is on tbinking. Xohlberg's stages represent progre331ve1y more

adequate conceptualizat;ons of morallty.

Q

7
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1 Judgment - . .

e . A . . . . A . . . F-
e Koblberg's Stages of Mora

- ‘ ‘Classificat:ion of Meral Jadgmeas

- - . -Into lLevels ani St:jes of Development

‘ _'- Levels °~ Basis of Moral Judgment Stages ot'cove;opment

-y ey

L I Moral value resides in Stage 1l: Obedience and. pun-

‘ external, quasi-physical ishment-orieatation. Ego-
happenings, in bad acts, centric deference to superior

* Or in qussi-physical. - power or prestige or a trouble

needs rather than in . avoliding set. Objective
. persons and standards. ~responsibility. -
Y oo T RS - Stage 2: HNaively egoistic
) . . : - orientation. Right acdtion is -
- . £ . * that instrumentally satisfying
. - o - o " the self’'s needs and occas-
A C -l : - sionally others’'. Awareness :
’ €i§} , : : -~ of relativism of value to each’
: o -, * actor's needs and perspective. .
N ' s en - ‘Naive egalitarianism and ori-
(Preconventional entation to cxchnnq’ and
: S morality) ‘ ;gq}ptoci:y.j . J )
II ° Moral value resides in ‘Stage l: Good-boy orientation..
- ‘performing good or " ,Crientation to approval and
o right roles, in main- .. -t0 pleasing and helping others.
- .  -taining the conven- . ., Conformity to stersotypical. _ .
” tional order and the ' images.of majority or natural
.expectanties of others. role behavior, -and jvdgment b
- e T . intentions. C P
. - (Conventional - e . ’ .
- s L e - morality) Stage 4: Authority and social~-
- R : e 43_, order maintaining orientation.
- - L .+ . " Crientation to "doing duty® and
C. L - - - - t0 phowing respect for authority
T : I E o " and maintaining the given social

) : o order for its own sake. Regard
S X for earned expectations of
- : . A others. '

III° Moral value resides in  Stage S: Contractual legalistic
3 . ‘conformity by the self orientation. Recognition of an
- - to ahared or shareadleg - arbitrary element or starting

o . standards, rights, or . point in rules or expectations

‘duties. _ for the ;:ko 2! aq:ocmog:.
. Duty defined in terms of con-
(Pof:convon:::::it ) tract, generil avoidance of
. : ¥ vioclation of the will or rignts
P e - ' of others, and majority will and
(T - ; velfare. - g

o ' ’ - . Stage 6: Conscience or prin-
' - . . . " ciple orientaticn. Orienta-
. tion not only to actually or-
) Y . dained social rules but to
) : principles of choice involving
appeal to logical universality
and consistency. “Orientation
_ . to conscience as a directing
o v - Agent and to mutual respect B
) and trust. . , L

Sources . Xohlberg, 1967, p. 171..

LT . . -~ . M : . “ ¢
: - Kohlberg spmetimes adds Qther stages. Stage O, Ego- S
gentric Judgg%nc, describes a state in which Judgmeats are = - -

7 e on 6 basis of what an individual likes and wants, :
with no conception of rules and obligations independent of

' personal wishes. Stage 4 152.'Ls~a stage of relativism
Qaharacteristic of ¢ transition between conventional and

pastconventional morality. Stage 7, which is at present -

hypothetic&l, involves. the adoption of a cosmic and relijious

- (in the broad sense) perspective, parallel to Erikson's
ALERPR arame AF dabdomeds:. " >

(411
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Wlthln the last ‘five vears: Kohlberg and K\s aeeoc1a,es .

. have bﬂen 1nvolvcd 1n-1u*erventious in schools -and ig;prlsons

vhich are dealgned to ,rpnote moral development. _At the’

eart.pf‘these 1nterventlons 15 the creatlon of a "just communlty,

o~

ln whlch democratlc prlnclples govern community llfe, and rules

'are set througn wz-cspread and contlnulng dlscuSSLOn of what . .
4 c

.;s fa;r 1n partlcular situations. Here the hypothes;s is that

~

‘ noral stage change is’ related to: exposure to social environ-

'+ ments percelved as operatlng accordlng to prrnc1ples of justlce

’

nore adequate than oné's own, to opportunltles for soc1al role-'
taking, and to the cognltlve-confllct 1nvolved in maklng dec1-

sions collectlvely and ln assumlng respon51b111ty for lmple—

o

manting group deczsxons. The idea 1s $O create -a moral atmos-

phére-or Just" env1ronment which wlll be perceived by all
as fair, although in dlfferent terms dependlng on staff and
participants' moral . stages.- Evzdence is prellmlnary but some

stage change has Been measured, agaln about a half-stage in

Aun;gnitude. 7 : : .
The interventlon studles lllustrate how a developmental

stage acts as a frame of reference for one's soc1al envxronment.'
Scharf (1973). for examplzb has traced priscn’ 1nmates' reactlons-

'to treatment programs by their stage of moral reasbnlng, and

R.

found that women i tes of a model cgttige percexved the

5 &
) same' cottage env1 nment dlfferently,?1n'stage-related ways .
Preconventlonal (Sstage 2 and beiﬂu) 1nmates m1§;ed the major ¢

assumptions of demccratzc group structure and relnterpreted

. Io R S -~ S

<-




- o P |
_ them inte dower stage categorieglof_dyadic exchanges amonq
Lind;uiédﬁls; "mixed %Stagc_z ande)';nmates euaiuated tne

"'cottage environment in.termS-of iéperpersonal relat;ons and
. mutw loeunp .dzgtlons.}hlcenes cbncern)v_conventionaL*{Stage
-3 and 4) l”” es nad a.more‘crrticalﬂperspectiuepdérived

- T - b1
. -

s1s of the program s merlts.“ Thei were conterned .

&
about the polltlcal structure of the cottage,_outsxde social

. rrom ang: el

-
-

and polltzcal lnfluencesi)and w1th securlng effectzve help

,to keep them from returnlng to prison. Perry,,whose work

1s descrlbed in the follow1ng pages, fouhd a similar result .-

. ] A .
with Harvard undergraduates. ~§e could not tell from.students'

'reports of thelr college fxperience that they were talking
about the same course or the same ‘college. Students"inter;

pretatzons of the "same" experlence differed w1dely, dependlng

- '

upon their place in hlS developmental sequence. ' . .

l

The task of creatlng a just communlty" to consciously

foster development among people'at‘different staées is a .
difficult one, and there are unresolved qnestlons -about the,

leaders" - ‘roles -and strategy.- If the community makes decisions
o democratlcally, then the majority's notion of fairness pre-

vails. Do staff members, presumably atxhigher stages, have .
a respon51b111ty/to present thelr own v1ewp01nts .or to- supportf5

the communlty views - that represent one stage up° How do they,_

-

,0r, can they, create alleglance to ﬁsmmunlty 1deals in the- face

of widespread injustice outszde the commun1ty° Can one estab-

N

L M - -

Q- sh a model 'democratic cottage and lgnore the authorltarlan




. o L e ) o . -
ethos of a prison? Can cn= ¢stablish moral discussion groups

N -

for students and'ignore{éheir—concerns about justice within
the school setting? ° In the long run the answer is nc, but

the questzons cteate dllemmaS'for the would-be practltzoners

-

which are not. resolved by developmental theory. ' ‘.

- ~ . .
-
A
s - . b . {
. . . )

- PERRY'S FORMS OF INTELLECTUAL AND ETHICAL DEVELOPMENT -~ ' ¢

L ~

-

Perry s progre351oﬁ of 1ntellectual and ethlcal devel—
. opment dSBCrlbes nine way-stations on"a journey from a commit-

ment in a conceptually simple worldlﬁr absolutes, to a more

considered commitment in a world of relative and contlngent

>

knowledge and values, .Perry s original intent was to study‘

the impact on. students of‘t&egtieth-century_relati%i'p: his
developmental sequence traces the impagt of a liﬁerg; arts
education where "liberal arts"” means the more or less deliberate

teaching of the procedures of_relativistic thought, assuming

>

a diverse ana‘pluralisticrculture.

Perry's 'scheme (see Figure‘a ) was derived'froﬁ-oben— i

ended 1nterv1ews wzth two gIOUps of Harvard undergraduates,

each studzed;longltudznally over a four-year perlod as they

pProgressed from freshmen to senzors. Students were asked how

they construed their .college exper;ence (e. g.,."Why don t you
* -

start out with whatever stands out for you about the year?),

‘ ana the codlflcation represents the forms (structures) father.

L

. Q »

S (5

¢



s = %
'than the édfticulars (content) of their replies. Not every-_
’ one progressed smoothly tnrough these posltlons 'there are
counter—posxthns of retreat,-temporlzang and escape, as

Figure 8 shows.. o -

_Perry’s scheme.is based on Piaget, but.it is not
wholly Piagetian. Pefry adas'an 'advanced‘peridd" (he would
call it‘the,"period of respoqsibilityﬁ) to Piagetian studies
se”far published. Piaget‘s studies show that formal opera- |
tional thought (adult thinking,. or the abilit} to thinﬁ about
‘thinking) is establlshed at 12 15 years, or for some from\\
15-20. Piaget belleves that one - does not become formally |
eéerational in all areas of intellectual functionings, however:;
one speciaiizes in'areas 6f,aptituderor professional orien-
,tation (Piaget,'1972}. Although Perry sees the first half

- of his scheme as reflecting the motoric, cognlt*ve and moral
"decentering” portrayed 1n each of Piaget's other periods, |
the second half which descrlbes the development of a personal
style or equ111br1um in Commltment (P031tlons 5-9), seems .
qual;tatlyeiy dlffetent. The shift is away from spatiaL-‘fﬁ
cognitive restfuctuting to‘emotional?and aesthetic assess- ~
ments (Perry, 1968). He‘sﬁeculates that his first five L
positions may be vertical in Piaget"s terms, witﬂ the last’
few‘showing what Piaget calls horizoatal deEalaée.' This

points to a model ‘of growth and’ development that is not

, llnear but represents a spxral or a helix. o o

Q

-~

Iz
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FIGURE 3 .
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and abedience (uhdig.: a .lp-
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Knowiedoe and‘ joocness aze sesce ved a3 Juaptita—

wale

fct Pro= timacts.
Ay of Jpinian, and uncert. 2ty, and accounts

e 3T
af we—rizioso0d vs. ocher-wrong-dad.
qrown to Au’..'xcr--a wrese

ng cesc).

_b-n.um-

_m:-‘ confusion ;.1 orly Fualtsied Au-:.ﬁo:'-‘ S 5r a5 mere
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reasoning as & special case of "what They want” within Authoricy’s
reals,

-~

fosition S:

-

o~ -
-

< He gupposes Authority

4z M:&Elic::! Correlats or Relativisno Subord lnate, (a)

student perceives .eglitinate uncertaiaty (and terefore diversity
af opinion) to be extensive and raises it *o the status of an
uastructured epistemwlogical realm of ics own in which “anyons
bas & sight to Nis own opinion,® m realm.which he. ssts over
‘egminst Authority’s reals where right-wrong scill Srevails, or
(b) the student discovers qualitative conctextual relatlvistic

Aelativism Corielace Compeci

L 3
or Diffuse. The student

- parceives all knowladge and values (including authority’s) as
X , cartextusl and relativistic and subordinates duallisctic righe-
m:nr::inn- o the status of a spacial case, in contert. -

Fosicion €:

° sidered commitment to simple belief in certainty). ,

Sosition 7:

Commi trmnt Foreseen.

Imftial Ca-.lumnt.

-.n:.tamam.

fomicion 8:

arlonuuan in Implications of Comxltrent, The

slenz sees the world In polar termw
Righz Answers Zor sve yrTiing
role. iz to wdlate

B, 554 p'ic;:ygsm:i.ma:o. rn. Student acTepss :L.v.ai:v

and lnc-m.tnqr as legit . mece dut s ) temporarzy in areas where

tmu.oboccllocudbyurdw:k

Thes student pr.;aivu diver=-

e

The student appreiends the m::lty
of orienting hinself in a relativiselc world through sbme form
af personal Commitmant (as distinct from unguestioned or uncon—

k3

The student mekes an initial Coomi

expaciences the ipplications of Comnicmant, and cxplomi:bc
mpcun and. styliscic izsues of mpau.lbrucy.

nuua: L I

MZozlf_lg Caunit:n-n: Q) -

The student experfences the

C=

studane

—

-

a!a.u-u.an of idencity azmong multiple responsibilitims and roal.lzoa~
Commicment as an ongoling, unfolding activity through which he
sxpresses h.la 1ife s:ylc.

m Q DEZAY, DEPLECTION AND REGRESSIOW.

.

s

her-c: ac:zn denial of the ::ounc.tu of zoqic.l.-cy in Otherness,
T che student ancrenches In the dualistic, absclutistic structures
Variants of retreat involve reaction, ne-

af Positiois 2 or J.

pt.i'!l-. and becoaing a dediceted reactlionary or dogmatic rebel.

\Mri_xgz: & prolonged pause (full year) in any position, exploring
its implications or explicicly hesitating to take the next seap

but not cncr-nc}ung in the lt:nctu:o: of Cscape.

| Bscapes

or opp:tmu:t.t C alienation.

Sonrcw

s-::ung for Positions c, 5 or 6, by denying or rejecting
thelr laplications for growth, using the detachment of these
positions to deny responsidbilicy for cocwd tmeng through passive

Do

kLT &

..

*n

o~

(

ne.



Positions 1 and 9 are theoretical places; few,'if

,any, of ?erry‘S'subjects wera s:ored'there; When he’ begao

‘his study in, 1953, beglnnlng freshmen tenced‘to scoere at -‘,

Positidéns 3 and 4. Now they ﬁnter Harvard College at Positlons -

\-s

"S‘and 6, About §0% of his sample reached some stage.. of
T \ - .
commitment (Positions 7., 8, 9) by the end of their Senior
N .
year.f'Harvard undergraduates are an 1ntellectually ‘talented

populatlon wzthln a narrow age-range. Do these stagesrdes-

cribe outlooks of other. undergraduates, or youth who do. not

go to éollege, or adults within a broad ageﬁragge? Perry's"
scheme has been used with success to describe other under-

graduates’ approach*to college, but to my knowledge there is

-
* .

'no ‘data on non—college-goers or a wider adult populatlon.

For cne thlng, the interviewing process and scoring system N

. >

as extraordznarlly tlme-consumlng.
S

—

+

%

Grdhted that the scheme probably has wldespread

valldlty, there are some. xnterestlng questlons that can be -

TN

asked regarding znterpretatzon. Is the: commmtmeng deveLoped _'"-
in Position 9 by a 21-year-old the same."kind of commltmeut.y
e

u'developed by an adult at 31 or at 512 Does onpe recycle back

-

through at Least some}of‘these p951tlons'i"renegotiating

--thehoommitments'of successive life phases? This corresponds
with Loevﬂhger's view that periods of integration in adult-

~

hood a:e related to developlng commltments. and with Levinson's

fobservatlons that adults ‘gquestion thelr commltments in perlods
\) | ’ . ‘ - ) .'\’ =

S
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T 4

of transition. It is also ‘possible to znteroret the schene,,~
. : k") ) -

as describing ghasfs of adaptatlon to new learnzng environ-

ments. That lS, 1n Q4 new environment one starts at Postion 1-

-

. one '8 flrst dlstznctlons are duallstlc (good/bad) and trust'
. 7
is a basxc crlterla. w;zn lncreaszng sophlstlcatlon, some,

may be %ble to sturt at Pc 51+10n 4 or 5,'adopt1ng a walt-
4 ;"r

and'see attitude because of thelr knowledge of their“own ¢

inteliectual process. This use of Perry s scheme is 51m11ar

N\

to my suggestion that Erzkson s theory can represent phases

%of adaptation to new_sztuatlons.‘
There is:also the matter of recognizing the intel-
lectual and emot;onal trauma ‘which accompanles changes in
one 8 epzstemologlcal worldview. Perry S scheme can be seen
as a record of major points of cholce between fragmentation
. and lntegratlon, allenatlon and involvement. |
Perry (1968, Chapter 6) sees the most‘lmportant edu-
catlonal lmpllcatlons of. hlS scheme flrst as hlghllghtlng
the courage needed for the'trans;tlon to commltment in‘'rela-
tivxsm, and the lmportance to the student of bexng -a conflrmed

member of a communlty t"at is Supportlve through the aloneness

-of that transztlon.' Prov;dlng this kind, of communlty and

indzv;dual support is no easy task.
With regard to.lnstructlon, Perry sees his sequence -
helpxng teachers understand the . dlverse nature of "hon04

geneous' stugdent populatlons, and to see why different students
Q - ' w ‘7‘}
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-

perceive them and their courses so differently. ,
' . - ) ‘ - . bgm) )
Our students must be con51dered‘q relatively. _
vﬂ“‘ ‘homogeneous group in 1nte111gence and academic ‘ -
- ‘abllzty, and yect our study reveals the wide T
w7 range, in any one college year, of the ways in
S - which they’ construea the nature of -knowledge, '
: the origin of val.es, the intentions of instruc-
s tors, and their-own responsibilitiesy The

~

. % - impljcations for -the conduct of education are
- appalling, but there they are. o . L
B N L ‘ (Perry, 1%§8 p- gIS) L -
- - ' . -// g /

The- scheme can also help dlagnose teachlng dafflcultxes. 'In'?~

,o&.

Perry s study the trans;tion po;nt most difficult for students
Y

o i
seems to be the transltxon from P031tlon 4 (legltlmate un-

certalnty is extensive, "anyo e‘has a right to hls own . K
oplnlon') to§$631tzon S (all kncwledge is contextual and

'relat1v1st1c, 1nc1ud1ng authorlty s). Thls sh1ft involves

]

dlscardxng Q\\\Vlew that knowledge is a- quantltatlue accre—"

7
tlon of dlscrete rrghtness,’xncludlng the klnd of dlscrete,'J L

- -~

rlghtness in whlch everyone has a rlght to hlS own opinion,

4 .t‘ -,

.agd adoptlng a cdnceptlon of knowledgejas the qualltatlve-‘,'

»*

assessment of contextual observatlons and relat10nsh1ps.
These two positions 1mp1y dlfferent relatlonshlps between
D)

‘_teacher and student and place dggferent respd&szbllltles on -~
each role. Teachers whose 1ntentlon is to fac111tate dls— v
. cussxon_but whose behav1or in a dlscu551on con51sts of “

“correcting” students about facts, get trapped by power ful /;f' l
. forces in thehselves and the students., In what‘Perry calLs' -

the pedagogy of relativism;r correctlon needs to be centingent'

~

S
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ont the dynamics of‘search, analysis, and lntegratlon in- the
student. Thrs calls for conszderable Sklll on the part of

a. pedagogue, and a conceptual map of the students' experlence,g

""-

wh;ch is what his scheme provzdes.

Sy
P

Thxs scheme was derlved from the reported experlcnce

e

of undergraduates in a 11beral ‘arts college, as spch it is’
. peg
~cortain1y germane to the teachlng of liberal arts ‘Subjects.

éOne of Perry s lnlttal researchers involved documenting the .l
percentage of flnal exam questlons that requlred relatzvrsm,

or the use of multlple frames of reference, in basic subjects
for Harvard College ‘freshmen from the year 1900 to 1960.

The average "relativism quotient“ went Zrom about 8% to 35%
with general education courses endlng at 75-80%. Certalnly

one s teaching should prepare students to. .ake one s exams. -

£

Do students naturally move to the more advanced positions,
/-‘

parallellng the eplstemologlcal advancement of knowledge

—’1n the basic dlsczgllnes or do faculty haVe a responSLbzllty

. to<7romote 'such shifts more dzrectly°' i “:7.

A few researchers have applied this scheme dlrectly

-

to 1nstruct10nal methods in traditional academic subjects ' ™

h r

such as hrstory‘and llterature.( In one’ applzcatlonr.Knefelkamp

.,

and Wydeck. in" an undergraduate Engllsh course at the Unlver- ’
- 7 _

‘ sity of Minnesota /d1V1ded students into- two groups-i those

near . Posztxon 3 were glven hlghly structured 3531gments to'
\ B .
explore contradictory and antlthetzcal statements, whereas.-

|« . ~
4

A

) .
P \i A ’ < O'L




movement along the positions:

no change.

73.

those near Pcsition 5 were askad to contrast their ovn ;csi-
tion with that of characters in-the readings -- for exanple,

Zorba in Zorba The Greek. In the first group there was

in-thg,second group there was

o
They hypothesized that the students in Position

'S had just. recently arrived at relativism and needed more.

-

—

v

7

»

:admzsszons), Perry says that knowledge of the scheme sharpens

B )

/

- outlodk"of positions 1, 2

time before developlng commatments (Knefelkamp, 1974; Wydeck,

T1975). o

Diversity of students'- eplstemolOglcal pos;tlons

also bears on administrative ‘practices in such areas as

groupzng, selectzon, and guzdance. In grouping it conflrms

the. deszrablllty of heterogenelty SO students can learn from
eachvother, recogn1zlng the need to 1dent1fy and Support
students at the earlrer pos;tzons who are most ~ulnerable to

eplgtemologlcal shock. For some sztuatlons, as in the.

prevzous example, homogenlty of outlook may be useful In

selectzon and guidance (e g-. currzculum tracking, college

-
unresoIved problems of prediction. For example, students '

who have dohe well in -a 'traditional' school may reflect the

>

; 3 . ®r ;.l To D) _predict how well they

wzll do 1n a college that encourages relatzvzsm requlres
&,

knowledge of wﬁether thelr preference for. duallsm reflects

a 'closed' or *”defenSLVe"personallty system% or merely lack’,

\_

of Qpe kind of experlences Whlth would foster relativ1sm

T+ is also meortant to know whether success at 'tradltlonal"

Q

ERIC =~ ~
l&asks Ancludes aptltude for the different lntellectual opera-



t;ons of relativism.,

~ This discussion assumes.a dirferent'cast when the
sub;ect 13 college admlssrons, grouping and'tracking)ﬁor
adults. .Many adults and manu col%eges have ”traditionali

outlooksi-relativism is not a universally shared cultural

value. Colleges do not glay the same role in- adults llves

as they do in the lives of 18- -22-yéar-olds, nor do colleges-

-
have the same 1ncent1ves for.selectzve admlsszons, except

~

porhaps 1n graduate or profess;onal programs. But aduylts
need to know whether they will do well if they enroll and
‘whether a gollege s orlentatlon meets thezr needs, and

- » -~
,colleges need to make lnfqrmed deczslons concernlng pgogram

admisszons qnd instructlon. Perry s scheme has promlsing

applicatlohs.umth;s regardn "A, s L

hd - - * .
. ) } . ] .
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1OEVINGERNE CONSTRUCT . OF . EGO DEyEI;OPMEN'r L ,

[~ -

\ ; - ) . _ .

3

L 43. ='Ihe term " Jo development" as Loev1nger and her

assocxsﬁgs use- lt, began.wlth Adler's cqncept of hstyle of

"

life,' whlch at.varlous tlmes he equated with self, or ego,

unity of=persona11ty, methods of faclng problems, and one!s
-f.

*fwhole attztudei

iself—system, anakadvanced a theory of selectlﬁe 1nattent;on

‘

.‘which explalns why age s ego stfge zs stabf@’ or changes

only slowly.n That. 1s, a person tends to necognlze only

-

'ttRiCt,is 1n.accord with‘hls already ex;stzng self»system.,-‘
eI T _f;.ﬁ,__,.' Ccf e .J';_;

hard 11fe.. Sullzvan (1953) called thlS the



Discordant observations cause‘anxiety and give rise to-the

ego’ s’pajor task: 'searching for coherent meanings in ex-

Thus, an ego stage Isfa self-rexnforc1ng frame'
1970,

perlence .

3of reference for experiencinn (Loev;nger and Wessler,

p. 7). '_ : . _ . L oy
" Loevinger sees ego develdopment as ‘d."master trait;"

-

knowledge Ofiit‘deébens one's access to personality. The

[ 4

tralt is made ‘up of broadly correlated patterns of impulse

. - »

control or character development; cognltlve-style,'inter-

B |
ot personal style and consclous preoccupatzons, including self-=

Fd

concept. Flgure 9 111ustrates these sequences with brlef

‘,",n

'
ortunately more --. .

-:descrlptlve terms, some of whlch are

s _pe;oratzVe at the lower stages than her
- PS -
or . .use of the concept would lndlcate.:_¢s

et for persons

ﬂupon common eﬂements in other's work (Loevinéef‘sees herself
- ‘( B Y ‘:

‘as synthesxz1ng strands ‘of theory,omore than deveIoplng orlgl-,
‘nab theory), 1nc1ud1ng Sullrvan, Granqiand Grant*s (1957)

‘”sequenCes of 1nterpersona1 lntegrataong} aqg Isaac 5 (lBSG)
ﬁ;'sequences of Interpersonal relatab;Iity,\ Kohibeng s stageslf,m

-Go

f‘ of moral development and ?eck'and Hav1ghurst s (1960) sequence
. N T

- of character development ) The construct also 1ncludes paral—

1els'w1tﬁ deveropmental sequen found 1n Gendlln s (1962)

'levels of expérlenclng, RogerVE process conceptlon qf psycho-

'therapy (1969), Erlckson s (1968) stages of 1dent1ty develog—- 4

5 m@ht,'and Maslow's hzerarchy-of needs and conceptual;zatlon' X
b ~ a 3 N
& of aelf-actuallzing persons (1968). Harvey5 Hunt and Schroeder’

. i :
.z . A . .o . |

‘ . - - a -t " ] . ~ gid . - .
- - . - -  mr o -




T

(1961) worX on personallty otgaﬁizatlon and conceptual de-

velopment zs related._although thexr conceptuallzatxon 1s
ditficult to fit 1ntg the ego development framework. Thus,
to ‘say the 1east, Lgévznqer and her assoc1ates' work syn-

thesizes’ psychoanalytlc. numanlstlc and other strands\bf

76.

psychology Wlth a cognltlve developmental approach to structural

stages. Because thexr conceptlon lS the most comprehensive

of the ntage theor;es, it forms ‘the broadest base for explor-

ing’ the relatlonship of developmental stage . to educatlon.

Loevinger s theory, more than the others,'unztes

kel d

cognftive and affectlve functioni E.. It is clear from

Pigure 9 that coqru.tlve develop t is only part of the

ego stage construct- In this regard, her resolution of a

1

=cont1nuing dzspute among psychologlsts sheds llght on the

-

-futxlity of the same dlspute among’ educators. Here—she is

T

explazning the functxon of the ego 1n creatlng and ma;n-

. .
? > -

h'taiﬁihg the self—systemu' o T

L 4

A current theoretlcal dlspute ameng. som 'b%ycholo-

ST gists interested in ego develop ent and rePited sub-
-** . - jects concerns the relative importance of cognitive
-and affective factors ‘in that develcpment " This
issue appears to be a relic of outworn categor1e§

L4

.. 0©f thou ., for. 1ntegratlon of observations into a

; ‘coherent- frame of reference -is,. obv1ously, cognltlve,
L whzle anxiety is¥% obviously, affective. -But the
2 failure to attain a meaningful and coherent’ integra-
N~ 'tion is precisely what -generates anxiety. - Thus

- -.the search for coherent meanings .in experience is
the esSence of _the ego or of ego funct;onlng.

-3
-
- . . -
. - -
~ - . -

K

-I take t!.h as 1mp1y1ng that educators must expect that the
5 , ;

< e J e

-
.

\‘l

N

o
»

-_j - S (Loevznger and Wesslerr 1970,19.8)

9
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e .- Mlestones of 2o Developmant
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: : ! \ |
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pusive  Imulsive, fear of - Receiving, dependent, - Bodily feelings, 83 = sty Y,
) retallatin © exploitive - pectally sexual ¢ concept sal
S Ly S . aggressive - confusion

Selt- ear of being caught, fory, mnipulative,  Seltsproection,

protectivg externalizing blame, . ~exploitive vishes, things, advantage,

" (Delta) opportunistie . gontrol A |

Confornist Confornity to external Belonéing, hdping,- Appearance, social Concejtual,
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{Self-avare breaking rules , ) - feelings, behavior stereulypes,
I--3/4).l o e ¢ clich.
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(I8). 'ﬁf-evalmed_‘ standards, . mutwal, concern for ' motives for behaviorg ' comi .ty

selfsctitici_'sm; quilt . communications self respett, achlk - ddea of .

. for consequences
(Individuale

mnts, traits, ex- ~ ¢ pattizuing
| B " pression |
Clstic g5 S £
Autonomous  Add: Coping with conflicting  Add: Respect for autonomy Vividly conveyed feelings  Incre.sed
(1-5) - imner needs, toleration % - | integration of physiological concuytual
o - " and psychological, o oongluaty,
o ' ., Peychological causation of  cor;® , pattems
: ‘ : o | behavior, development, role tol: ! . ign for
86 - o o o conception, self-fulfillment, anki .ty g'l
- self in social context bro.. \cope,
, _ "’ b obj.,. ity
Integrated  Md: Reconciling imer cone Add: Cherishing of ‘Add: Tdentity ' g
(I6). . flicts, renunciation of o individuality S ' N
e wattainable o N B |
[} fa ’ \ & ‘ ! ‘ ‘ ’

‘Note=="Add" means in adp‘itiOn to the ‘s_cription applying to the previgus level, npu desinations are fxom Sul1jvan, -

) . o . \ v . .
GrEl{lCi Grant, 1957, ‘The Self-aware (1-3/4) and Individualistic (L-4/5). sga.Jﬁ are transitional stades. !
Socm=mmievinger angd Wessler,. 1970, pp. 20-11, ~ ' .
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procoess %f'education {(or its resul: - learnlng), oartlcular]u

- . . ‘
wl.en 1: <causes students to move through a sequence of entzrely

-

new approaches to knowledge such as Perry s scheme represents,

is. 1nevitably accomp&h#ed by anxiety ‘and by change in the

self-,ystem. This 1s ‘truec for chlldren and young adults;

it is probably true for older adults as well._,As Qe cahnot

I~ 4

separate emotzon and 1nte11ect, wé also may not be able to

- -

separate 1nte11ectual and personal development.

Although I have said that Loevxnger s theory is the

most comprehensive, particularly in its inclusion of affective

-

. determinants of behavior, it is also the most’ inaccessible

for laymen. Loevinger 15 a psychometric1an,'so much of the

construct s synthés;s is 1mp11c1t. She warns in the scoring

manual that 'you cannot begin to understand the stages of -
ego development without masterlng the scorlng system, the
tacit component of scorlng and knowledge of Ehe boncept are

identi¥al. The scorlng system consists a 36—1tem projec- ..

tive sentence completlon test, each stem of which has its

own Lndivzd al scorlng system, masterlng it requzres more

than a casual interest in its relevan for one's teachlng

or cutriculum design. .The sentence co‘pletlon test is also
not‘likely to be used as a routine di nostic instrument -

with stgdents; it is too cumbersome\to re on a mass basis

and theie are tremendqps ethical 1ssues 1nvolved with collectlng
: k3
and then withhold;ng or dlstrlbutlng students' scores. The_ o

o . . ) ' .
~

. :\ ‘ ’ , | R :- ‘ bo . . . .



tToswwe s s of the measure and its;powerfo reflecéion ofﬁ

- e it o vl w

personality cautions agalnst its use w;th 1nd1v1duals excift‘

in extraordlnarlly carefully created c1rcumstances. - RES

However, there are w1iys in whlch an understandlng

P .

.of £9o stages can inform cducater's judgments. Because ego
stages constitute qqalitetive{y differeht frames. of
reference for coping with life and of makinq senee\oﬁ the
- worjld, they almost as a'coro}lqry represent distinct views
of the meaning ang vaiue of edecation.,/Figufe‘lo illystrates
these differences by reproducing reSponees of individuals
at different ego levels to the one item on Loevinger's
. sentenee‘completion test for ego“development that deals
"explicitly_with education.‘ Research (Loevinger, Wessler and
Redmore,;1970. pp. 97-98) shows that at the iower stages
" education is viewed as a thing that ore. gets and then-has;
it is what happens at school. At the higher levels education
-t isbsomething.thai changes one inwardly, and iE is‘éeen as a
contxnulng process throu%hkht life?- At all levels educggi:e

. :
.is valued, but the source of value changes with edo level

h )

‘  At the lowest level it is seen as useful to get a Job ( zs'

' whac we need foz- gettlng a job); at the conformist level (I 3)
it is séen as - one 1mpprtant factor ln gettzng a ]Ob and as

affectlng the desirability of work obtalned (zs so important

L -

. . . .

ry

1 .
I~3 can be read as Stage 3.  The "1 de51gn§tors were
adopted ﬁrom ‘the work of Sulllvan, Grant and Grant, 1957.-,

'Q«- e I S 5
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. : E 4 . .
._conscientious level (I-4) it fS aLso important for persgna

-y

-

when looking for emploument) . At the s’eif-awarc (I"-.J'_/{)- level

it is important for advancement (i: the.iey to success): at the

growth (is a cruczal part of dcv~olopment) ; at the autonomous ‘\an

(4

educatlon is seen as a help ln

.1ntegrated levels (I-5, I—6) , . -

. coping with life's problems, in finding self-fulfillment, and

in understanding oneself and others. It has- intrinsic value

(is necessary to enjoy life to its fullest and to g€t the most from one-

[

-

self ).

EVen a quick glance at Figure 10 reveals qualitative

dlfferences among stage-related perspectlves, and. also some

of the dszerences among ego stages in world-vzew, cognitive

complexity, and salient concerns. Looking back at Figure 9

Somewhere on this chart.are

&
the perspect;ves of all the actprs - studentsn teachers,

helpssround out the comparison.

parents, admlnlstrators,,program dLrectors voters, legis-
\“ -

latures, school. committees, professxonal assoczatzons and
commissioners‘of education. What happens when these perspec-

txves clash within a classroom, office, 1nst1tut10n or

polzcy—maklng boay? These perspectives.are not the result

of zsolated accidents, so that strong dlfferences of opinion

. .
or approach can be eas;ly accommoddted. They are integral

parts of one's bas;c frame of reference. which. is maintained

by self-re;nforczng perceptlons. M1scommun1cat€en is not i~

only hxghly likely, it is probably patterned in stage-related»

s -
) - . . -
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wayq. Americans, for cxample are known gzihifeir tremendous

_nentality of - "perception and action.’

faith in ed“cation. ‘Yet what they have faith in'-and how they
experienCe its value is strikingly different across ego
levels. To.repeat Loevinger's opinion, the modal stage for

adult Americans is the self-aware gtage (I-3/4),'a transi-

tional stage between eonformist and consczentious perspectives.
/

This is the perspectﬁre, then, of a large number of educators

and adult students. Most prominent professional educators

probably reflect a conscientious pe;spectzve. The 1deal of .
life~long lealying taps a view of the development of human
potential that only begzns to be mentioned at 1I- -4/5, the
transition from a oonsc1entlous to an autonomous. orientation.‘

In other words, goals such as "lifelong learning” or "enhancing

L)

the quality of. life," or even "quality education,” are

acceptable to large numbers of people at, the espoused level,

LY .
but in practice they are re1nterpreted to match one s own '

~

* . -
One crucial: question of interpretation is whether the

i)

differences 1llestrated in the responses in Figure 10 repre—

.

sent semantic quibbllnc, or the careful expllcatlon of a

coherent worldview that lS related to behavxor. Al though | -

direct evzdence is sparce, there is data from a large-scale

»
organizational program in Curacao where people who score’

iEgEerently on the sentence completioﬁ test also react dlfo

ently to the same tralnlng exper;ences, 1n ways that are

patterned according to .the dynamlcs of transxtion from one
’ : .'.bc L
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ego stage to the next (Lasker, et al 1974). Look clo?ely,
for example. at the dxfference zn the ‘two sets of statements

in Fxgure 11 concerned thh wanting, needing, and gettzng
more education. i D e //’ 7 | |

The first set.oﬁ statements is ored between the;
self-pnoteét(ve{and_conformist lejels erlta/B)}as a com-

v A '

‘ ¥ ) s
promise between the self-protective (Delta) view of education

b

, as an éxternal object and the conformist's (I-3) uncritical
: view that it.is immensely important. In this first set of
responses, there is a qualxty of wish fulfillment dzvorced d?
from_responszblllty. The second group of statements is
scored atethe consc;entious (I-4) level because, in addition
to express;ng‘the des;re for more education, they imply &
sense of personal cholce and responszblllty, elther for
_credtlng the opportunlty for further educat1on or regret for
"not having taken advantage of past opportunltles. Still o
higher level responses 1nd1cate'that the person is aware

of~the need to assume more personal responszbllzty for his

-

or. her 1earning (e. g-, is a most vital patt of our .;1ves- it's a

pity we oft:en don't realzze it untz.l it is too late, I-4/5). These .

-.

. dlfferences, and those ln Fzgure 10, reflect underlylng as-

sumpt;ons-whzch'account for rddlcaLly different -responses

to educatzonal sett;ngs. Lo . T ’

I.ike Perry, Loevmger considers know'ge of ego. -

stage as equzvalent to khowledge of "a way: 1nf‘ a wvay- of

undergtandlng where students are and of maklng'consCLous

~
- uz “

3 choi s of znstructlonal methods and approaches.  For example,

| i

-

T -



FIGURE 11

P bl

Statements About Wantxng and Gettinq More Educatzon

at Coaformist and Conscientlous Ego chels
J : | ]

o SelfAProtggtiQe/Cdnformisf.
A - ‘(Delta/3) ‘

‘Salitﬁing I never got, but I wish I had an education.

r , ' ‘
Is wvhat I want most at this Time.
." I want to gb to high school .
Is very. important .because I want to finish it.
31 |
SN e e Consczentlous (144)
o, » . * |
. Iixh I had taken advantage of getting a better educatzon.‘
. 4 vilh I would have:taken subjects I could use in razsang
o omy famlly ‘and used my tlme better: xﬂ schooL. - -
Is samething I th*uk people nguld do more about\\hgtéad
ot_just think. I should have fxnxshed high school
~ . anyway. : R |
L — f£§5 _ - \\\
N \ - . . - -
. B . ‘% | S‘;
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adult students at the conformist stage in ego development

-{I=3) usually expect the teacher to be an auihority: they
‘ wanc structure and are uncomfortable with loose or self-

'defzned expectatzéns. they are unable to design their own

learning actiyitxes unless given helf. Correspondingly,

"conformist teachers and administratofs are offen zmle-%:

they are comfortable in the roie of an authority and feel

they should assume it. They nge dxrect;ons, set parameters,

'and generally tell others what to do. They Jre not very

good facxlitatora of others’ learn;ng, when bezng a facxlxta—

tor means being a co-equal partnur-who helps someone set

| goals, find resources, and Qaluate results. Conversely, *

‘adult students at the autonomous stage (I-5) are predominantly

concerned with personal uses of'kndwledge. They tend to value,/
learning and ideas for thezr own sake, apart from. thelr use- t’
fulness in social and -occupational roles. ?hey want to ,,‘
generate thelr own ideas and tend to-resent lectures. reading

assxgnwents ‘and oplnﬁgns that are imposed by external authority

'fper se, without personal medzatxon. ‘Autonomous teachers and

adn;nzstrators w1ll often allow others freedom to tﬂf point

of frusttation. they will be authorltatlve thhoun'pssumlng
the- role-of authorztxes. and usually see thelr role as
tacxlitators, as provzdlng experaences and arranging situa- _

* .
tions so that others can exercise initiative and find personal

' meanings. These two orientations create very different class- -

~
[

»

}J‘u IR
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roOm norms, group.dynamics, and interpeysojal relationships
bDetween *teacher and students, and amohg sttdedts,.and generally
employ different instructional methods. Knowledge of the per-
sonality dynamxcs underlying these different orientations,
toqether thh tho;r predicfable strengths and weaknesses,

1 & .

can have great practical value, provided this knowledge is |

genuine and not superficial.

LASKER'S VIEW OF THE IMPLICATIONS OF. EGO STAGE .FOR ADULT
EDUCATION ‘- R

Barry M. Lasker bas applied Loev;nger s construct to

®

’

~adult educatlon. speculating about the kinds of &otives

~porsons at different ego levels appear to ‘bring to educatxonal

experiences and identifyxng stage rel&@ed approachas to

:'knowlodge, lepynlng.and teach;ng.- H;s conceptzons have grown

out of a five-year organlzatzon development effort in
Curacao, and also teaching adult.students at the Harvard
Graduate School of Educaclon. Figure 12 summarxzes his

and CYnthxa de windt s concqgtualzzatlon of stage- | ;

) relatog differences in def:.nLt:.ons of knowledge, the uses -

andvorigin of knowledge, motives for educatxon,'conCeptions

of learning process, -teacher and n;udent roles, and' the func-

t{on of an- educat;onal lnstxtutzon. The' dlagram*shows a pro-'

gression- of views of knowledge from&use as a means. to concrete




5
in valued social roles, to know-hcw :nd competence in work
and social roles, to self-knowledge. The teacher's role
changes from demonstrating and enforcing, to revealing truth
as an authority, to being a role model and évaruator of ‘
students’ competencies, to being a facilitator for students'
‘emerging levels of insight.. The institution's function
shifts from showing now things should be done, to providing
basic information and certifjing the level of internaliza-
tion, to providing opportunltles for skill development and
certlflcatlon, to fostering personally generated insight by
pPosing questions, highlighting dilemmas, and providing new
experiences. These distinctions are provocative in out-
lining in broad brush strokes some of the major differences
among people and prograps in adult education. They are pre-
liminary in that they are supported by an intuitive and

clinical understanding of how ego stage dynamics operate
in educatignal sett;ngs, rather than by "hard” emplrlcal
evidence across large numbers of subjects.

Because organizations and edueational institutions
are composedfef individuals who bring their developmental
stage to work with them, Lasker sees these orientations as
describing the internal logic or system dynamics of institu-
tions or particular educational programs, as well as the

perspectlves of students and teachers within them. For

example, tﬁe instrumental orientation of the self—protective

=~ 57



Pigure 12

Q‘_ Ilplimlonq of Bgo Stage for Mult Education

{0 Wat s Wat Uoe Whare Does Xnowledge Not for

Pevelopent  Knowledge i Knowledge Come From? Educat jon —-

Self-Protective A possession which Heans to concrete ends)  From external. authorityy  Instrunental;
helps one to get  used to abtain instru= from asking how to get to satisfy
desired ends; - mental effects in world things fmmediate
rituakistic actions ' needs
which yield solye educatj.o " to get X
tions, |

(bnfomist‘ (General infore Social approval, appear= Prom external ‘authority)y  To impress

‘ mation required for ance, status used to from asking how things significant others;
social roles;, ob=  meet expectations and work to qain svcial
jective truth, re- standards of significant acceptance und

‘vealed by Authority others entry into ocial
L ' , 0
~ education to be X \ roles ,
!

Conscientious  Know<how: Personal Competence in work and Personal integration of To achieve com~ |
skills in problem  social roles; used to information based on petence rel.ative
solving; divergent achieve internalized rational inquiry; from to standar.> of

ﬁ views resolved by  standards of excellence setting goals, exploring'  excellence N
’ rational processes and to act on or change ¢ausal relationships -
world and a'gking why thingg work.
. education to b x '

Autonomous Personally gener= Self-knowledgej self de= Personal experience am Ao deepen z.ﬁrw
ated insight about velopment; used to transform reflection; personally standing ¢: »elfup o
self and nature of  self ang the world generated paradigms, in=  world, and fe o
life; subjective g , : sights, judgents; from  cycle; dev., p

= dialectical; contra= education to Decone X : a{sking if things are as increasing @aci‘:;«
Jo diction & paradox as they appear ', to nanage . -
central, , destiny

-~
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(Pigure 12 continued)

\ .
Institutiona] Leaming Teacher Student o
function Process

" %0 enforce leaming by
providing exanples,
showing how things
should be done

. Demnstration: showing

how to

Role * Role
Enforcer: Teachet™as  Student acts a5 . '&

agent who focuses initator of L
attention and shows  activity |,

how |

focus; showihg \

Provide pre-packaged general
experience OF bagic infor-
nfion; to certify leve)

of information internah-
2ation

Revelatiohs of truth
by expert authority; if

- conflict between ideas

13 perceived, one element ..

- 15 disnissed as incorrect

- formation (often in
" impersonal group

S e

Student as subor 1 .te
in frequently in«:-onal
relation with te. iur,
student internali..
'mhmmSMWmm

Instructor: Teacher
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wde, 8,9, lecturd)

focuss verbal pre-

seqtation

T provide structured pro-
grams which offer concrete
gkills and information,

opportunities for rationa]

analysis, and practice,
which can be evaluated and

Discovegz of correct answar

through sclentjfic. method |
and logical analysis;
multiple views acknowledged
but congruence: 4nd sim-

Role Model & évaluator: Student as subordinate

Teacher models skills, in substantial personal
poses questions, out- interaction with teacher;
lines forms of discourse, student analyzes & cri-
evaluates analytic “‘I“es information,

10

plicity sought abilities and skill ~ Practices campetence
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A focus: apprenr.zcnshxp, internship
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ERIC

' e&ated paradzqms thru new:
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dialectt¥®] frocess in which
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ntr. y
SURE: K, Lasker §.C, de winge, Ptradiction & mltiplicity

equii participant; e~ N
Plic 13 is on perso.al
, ey lenne, creating
focus: facilitating o 1o rotation: .
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stage reflects in a global way the philosophy behind many
*compensatory education” or manpower training programs;

the other-directed orientation of the conformist stage

-

describes many programs  of c¢-neral education in both high
schools and colleges: the competencg—seekinq orientation of

the conscientious stage outlines the salient assumptions of

most professional education and high level vocatiohal train- .
ing, including science and academic work;: and the search for
pérsonai relevance of the autonomous ofientation identifies
much aﬁocétiopal‘learning. and learning related to personal
growth. Here the principle of hierarchical integration
becom?s'critical; higher stage individuals feel impati?nt in

learning environments oriented to lower stageés, while lower

stage individuals can use a facilitated mode but not to full
- . ' ‘ .
advantage.

Interpfeting pécple's motives and concerns in seeking

education is a perennial practitiéner(s pfoblem. Figure 13

7

elaborates the "motives column®” of Figure 12, diffe;entiating"
motives which Lasker believes_adults bring to education by

virtue of their ego s*:je orientations.’ I have already

mentioned some of these motivations in compection with life
phase; the addition of the concept of ego staée adds further

perspective for understanding how work-related learning and

~

personal’ learning fit differentiaily into the pattern of

iqgividual lives.
‘ -1 T
LU




Figure 13
Ego Stage~Rslated Motives for Education in

r

Autonomous - wWork /Caxcar

I-3 Second career: (radical break with
. past) effort to restructure career
on basis of real interests and
personal competencies —- to beoomes
what one can through work. (to '
follow one's interests; to explore
one's possibilities) -

Conscientious

I-4 New cakeer branch: development of
new professional competencies by
~ virtue of new branch in career.

Skill'elaboration: deeper training
in an applied skill to increase
one's technical proficiency.

Information quaéing: desire to
in current with technical
knowledge in field '‘of expertise
‘(for a heightened sense of per-
sonal competence; out of a
sense of role obligation, quilt)

Conformist

I-3 Credentials: desire to acquire
more credentials (to assure
technical requirements met for
personal advance) (keeping up

_ with colleagues; boosting sense
of adequacy through acquisition
of credential)

91.

Adulthood

Personal Life

Intellectual curiosity:
{interpretive) to gain
a better insight into th
meaning of human soc;aty
or self. .

Self-knowledge: to get
general insjight into
self, and why one does
thLBQS.

Intellectual curiosity:

(extensive) to extend
existing body of know- .
ledge, use o1ld knowledge.

New skills (hobbies):
the acquisition of new
abilities where the
chief concern is for the
personal satisfaction

in personal competence.

General knowledge:
general knowledge ac-
quired to give a better
understanding of how
something works (under-
standing how things
work counteracting
boredon; meresszng
others)




One final aspect of Lasker's work brings up the key
issue of stage change. It is possible to design educational

Programs to create stage change in ego development. Lasker

and Victor Pihedo direct Fun-<ashon Humanas, a training agency
in. Curacao in the Netherlands Antilles which is engaged in

an ongoing five-year organizational development effort working
with over 2000 employ;es of the island's major corporation.

Initxal training groups are: stage-homogeneous and aimed at

peraonal development; follow-up sessions deal’with team

building. Structured experiential exercises are based on
the microdynamics of moving from one ego stage to the next. .,
Pre— and post-measures, from within 6 months to a year after

, (- -
training, seem to show movement of about a half stage. The

rate of change varies by the participants‘ initial stage: .
the transition from self-protective (Delta/3) to conformist

(I-3) seems to be easier to fac;lltate thdan the transition

from self-aware (I-3/4) to conscientioas (I-4), these being

*
the two most common stages within the cornoratlon. Initial
data also indicate that it is pPossible to change the 1nter—

persanal dynamics and problem solv®ing of a work team (Lagker,

et al., 1974, 1975). This data is pPreliminary, but also
corroborated by clinical observation, participants' self-
Tepor ted changes, and observations of personnel managers and

other corporation officials. Thus, knowledge of ego stage

"way in," but also a map of . "the ‘way

.

not only can provide a

LI ¢

\‘l‘ . .‘
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up,” which can be used to facilitate personal and orguniza-

tional change. This possibility, as in Kohlberg's and Perry's

work, brings with it a host of ethical dilemmas.

L 4

IMPLICATIONS OF DEVELOPMENTAL STATE FOR EDUCATION

As the preceding pages have shown, developmental stage
theories pr§vide'a way to understand the qualitatively different
frames of reference which adults, inclﬁding educators, bring

.
to eduycational settings. They clarify differences in.moti-
vation, coghitive stylé; conceptions of knowledge, conceptions .
of the locus of .responsibility and role relationships involved
in teaching and learning, and differences in affective style
and Qays of copin§ wiﬁh institu;ions Qné‘;ersons. They also
provide a map for growﬁh, and some prélipina;y ideas about-
the nature, directidn»and scope of leérning involved in adopt-
ing qualitatively differeht framesiof referéﬁce for experienéé.

Lasker argues that given an understanding oi-s;age
.goncepts, educators can -choose a "static" or "dynamic; stance
with respect to stage change. In a static program, knowiedge
of the inte;connected progressions of developmentaI-Stage can
be useful in instructional design and in the creation of
challenging and effectibe_learning environments. Thére

need be no intention to promote stage change, at least as

a major objective. Programs with a "dynamic” orientation,

Q
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obviously smaller in number, are consciously designed to
promote development to the next higher sfaqc along an identi-
fied sequence. This distinction quickiy raises th? crucial
dilemmas inherent in canceiv:ng of education embedded within
a4 developmental stage framcwork. Most adult education is,

and undoubtedly shotld be, static with respect to thc con-
scious promotion of stage change: (Or are ecducators and social
service agencies merely using other -language and actually
desiring stage change withogt realizing it?) However, 1is

not .1 "static” educatiocnal program a contradiction in terms?
Hear ing these distinctions, most of us might want to have
“dyn.amic” programs, yet dbding so involves complex issues of
ethics, éompeténce and appropriateness. If promoting develop-
mental stagé change becomes an educational fad, the results
could be both lud;croﬁs and disastrous.

Here 1t is informative to examine several theorists'
views on the mat;er; There is no clear concensus. Perry
seé% an undergraduate liberal arts education as proaucing
ch;nges in in%ellect:al ané ethical frames of reference.

He counsels us to cr-.-: a community to support students
through the disequilibrium and alienation of these epistemo-
logical shifts, and suggests examining instructional methods
and administrative practices to find ways to amplify this
suppq:t. Kohlberg unequivocably advocates the promotion of
'ioral dé@elopment through moral discussions and the creation

Q
ERIC - ' ]
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of just communities. Howevdr, his work with adults has, =0
' A}

rar., been confined toO colleqge undergraduates and prison in-
mates. Loevinger appears uninterested 1in educational appiica-

tions of Epc construct of cu doev- nent, except as ¢go

stage illuminates the personality orientation of students.

Lasker and Pinedo of Fundashon Humanas are using knowledge

-y A g
-

of the dynamics of ego development to structure personal growth

-

experiences and team building exer;ises in which one clear
criteria of success is change 1in participants’ ©€g5C $%ago =,

Thus, stage theories raise inevitable and crucial

.y

questions concerning the purpose and objectives of education.
Their resolution 1is morg,complex than deciding ryes or no
conqerhing the promotion of stége change. A.thc:igh most
educational rhetqric identifies perscnal cdeve.opment as an
cbjective or consequence of education, not everyone wouid
égree that the objective is to promote the de?elopmen:al
progressions €laborated by the pagticular stage theorists.
Conversely, people might agrec but interpret the same 1deals
in very éif%erent terms. Tﬁis explains many of the arguments
about educational objectives and ways of impleménging thenm
{e.g., why credit for life experiences and concern for aca-
demic standards are crucial issues in external or individualized
degree programs as hidden assumptions concerning roles and

responsibilities, and the source of knowledge and authority

are brought to light).

1y, -
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The question of ﬁurponﬁp 1n made uwti1ll more complex

by the fact that for ch:illren and young adults change 1in
developmental stage 13 an unintended or un-understood conse-
quence of formal rducation. For example, there is accumulating
evidence that f°r many uncergraduates a college experience
mediates bo%h a change :n life pﬁgsc (18=-22, 'I;aving the
family®) and a change 1n ego stage from roughly a conformis®
to a conscientious oricntation. Kohlberg (1973) sees college
as a time when privilcccd upper and middle-class youth dcvclob
»Telativism in moral reasoning, partly as the result of a
moratorium of commitments and a chance to question adult
society before mak:ng choices. Perry's (1968) progressions
from basic dualism to relativism to commitment within rela-

tivism were derived from the experience of Harvard undergraduates.

Chickering, in two books, Education and Iidentity (1969) and

Commuting Students Versus Resident Students (1974), has

explored the role of the undergraduate liberal arts college
in promoting persona.l cdevelopment along vectors similar to .
thqse elaborated 1n var:cus cevelepmental progresgions.
However, it is -. ubtful éha: increased relativism is
exenpiary of the kind of changes that many parents have in
mind when they send their ch:ildren off to college to “"get
ahead®” or so that they will "have greater opportunities than
Qe did." Prospective students &€ ary age wanting to "get an

education” probably have little idea of its potential internal

\

-
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oonsequences. Stage changes make it difficult to "go home
again,"™ at ‘least psychlcally Speaklng. This 1is poxgnantly
true for members of mlnorlty groups for whom there 1s the :
strain of double perspectlves and loyaltles. Native hherlcan
'profe551onals,.for example, flnd it d;fflcult to return to

a reservatlon communlty after completlng their educatlon.
Although these double loyaltles reflect culture as well ‘as
developmental stage, if one's stage 1s‘a-ba51c frame of

reference ror e;pe;iencing,'then chaniges .in that frame of
reference havewa profound impact on individual's lives.

If there are unlntended effects for undergraduates,
in one life phase, what are the effects oh the 1ncrea51ng
number*of_adults in other life phases who are returning to
school, or_neﬁly enrblling'in'college.prograﬁs? Do adultsi'
‘begihning?a liberaf arts education at 40 go through Perry's
progressions?' Where are-they likely to begin? Do adults
without college;experience also make these epistemological
-shifts,ljust as a result of living longer and learning from
-experiehce?y What happens internally’to adults who are acquir-
ing a GED, or who, after years of working, decide to study
guitar or photography? Do educatlonal opportunltles, both

- formal and_lnformal, provide opportunities to explore dis-
‘Hequilibrium and make ‘new personality integrations? We  have
Tllttle information about the scope, quallty or magnltude of

“f‘)

“'the changes ‘in adults' lives which mlght be traced to, or

\

-~

ER&Cafluenced by. educatlon. -llfJ
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The mechanlsms of nontraditiocnal study in hlgher edu-

. &

~cation (e g.., external degrees, credit for llfe assessment,

LY

1nd1v1duallzed courses of study) would seem to provide unigque

R opportunltles for adults to 1ntegrate past life experlence

and present work experlence with both academic study and

personal growth. Mentors at Empire State College, a non-

traditional alternative college of the State University of -

L3

New York, report .that many adult students undergo remarkableée

F

personal changes in ‘the course of seeking a degree; some of

these seem to follow the pattern of life phase trans;tlons,

-

others seem clearly related to ego stage. It is reasonable

- to assume that new personality 1ntegratlonsuaccompan¥ an
adult's investment in learning and that some of these changes
are changes in developmental stage, but we . have very llttle

empirical ev1dence to support thlS claim.

It stlll remains for. us to define the purposes of

edhcatlcn for adults.— Kohlberg and Mayer (1972) identify
three strategles for formulatlng educatlonal objectlve5°
the "bag of virtues” or ”deszrable-trazt .strategy, which
attempts to create psycrrcally healthy people and is 11nked
to what they see ds a romanttc educational 1deology, the
1ndustr1al psychology" or prediction of success"” schbol,
'which aims at developlng skills and abilities that bring status

Ay

in the soc1al system and is linked to an educatlonal 1deology

of'cultural transmission; and a "developmental philosophic"

strategy, which is linked to Dewey.'s progressive ideology




and the emplrlcal sequences of develooment 1dent1f1ed ln . “iy

this chapter. I see thése three stances as being b:?_adly"\ “

the "bag of virtues"” corresponding'to a, cdﬁ-i‘

o~ -
&

stage-related;
-formist or1entat1on, the "su~cess” school toég consc1en ous

orienyation, and the “developmental" view to an autonomous

‘orientation, which again brlngs us back to developmental

<

stage as a pervaeive frame of reference for, setting goals
.and-éuiding behavior. Kohlberg and Mayer;ergue-thet'develob;
ment §hould.be the aim?of education. Who shouldlmaie such
a-deciéion, and by what érocess ¥->especia11y for other
adults? Who‘does;ﬁake it? What-is the eppropriate belance
between helping others, insisting on individual respons;blllty,
and promotlng the collectlve good? ‘
It is possible that individuais' and society's choices

bay.conflict. Soc;ety needs individuals who can cope Wlth

a world of uncertainty, rapld change, and global 1nterrelation;

shlps, which in terms of developmental stage means people at
_the hlgher stages.’ But this same perspective goes beyond

- society, taking a erltlcal and relative perspective on
society's rules. It is probably difficult for & democratic,
egalitarian society to choose to foster a level of development

higher than the modai stage of the majority of its pecple.

Plato’ s Republic attempts to- resolve thls dlfflculty, but

-

‘Platd's resolution has llttle relevance for a soc1ety with
1nd1v1duallst1c, egalltarlan values and a decentralized edu-

\)1t10n and social service system. We are left sorting through

EKC : | 11z o : » ‘ T



" “education. Here I will restate only a few:

the interconnectedness of individual,?institutional and

L

cultural change, mindful that education plavs a midwifé's

role -- present at the birth but ingno_way in control of -.

X

- .

’the outcome. L '

Y - : : . )
Thus, there are many unresolved dilemmas . cédncerning
_ the implications/of deve}épmgnfal stage-theories for adult

N

®
* ~

: " - Are higher stages better? If so, along what
- . a - - ) oy

- - dimensions? -

- -

) ' = Should education consciously prom&ie movement along

7

the stage sequences identified by various thecrists?

-

- What are the ethical implications of consciously

[

‘ gfomoting-stage change* (e.g., under what conditions

is it ethical for prison officials and i’bial_

-

scientists to try to “develop" immates out of a

- -

self-protected, instrumental exchange orientation
. LS

into good-boy, égod-girl conformity? Is it
épp;opriate for instructors in an adult degree

" program *c design a seguence of assignments leading

" students to relativism?). } - .

- Is develdpment.aloné stage sequences an unintended
consequence or byproduct of forpal-educétion for

N

adults?

= o : iz




" . . - How can there be “"truth in advertising" or indi- . .
vidual responsibility whenﬁstage theory‘bredicts .
‘ 1

that people s understandlng of educatlonal goals ~ .

w111 be. assxmllateﬁ to thelr own stage—determaned
- - C - )
. . +.{or, more accurately, stage—related) 'frame of)
P : - SR W
PR ’lfrefefenge? L. . LT .

. N o~ - .
. -
P . ~ . - -

. -~ »
- <. .

- -+ = More than llfe phase theorles. stage theonges can

be g; ' be used for the value—laden labelllng of others.
T N Can this be presented 1f the 1deas galn w1despread b
R 4 . . R . - . .
) > use? . * - o * c ) ‘,. .
- o . ) T . - AR SO . e AU
! . .. A .o -
.. ( ~ . . . \/ , .

- .. - leen the probable relatlonshaps between develop—

. mental stage, soc1a1 clkass anp level of fo:mal =

¢ - .
~ . T
*

IR education, is there any guarantee that stage

- - h

.

‘ sequences are not merely descriptive labels of

the privileged who advocate education over courses

P'ad

of action which would alter basic social and economic
1 _ injustices which set ‘ceilings on individual ‘develop-

ment?

- < What about people whose ccgnitive abilities linit
Vthéir deve10pment in other dimensioﬂs’ “1f develop-
ment along 1dent1f1ed stage sequences‘pecomes

- . normat;ve, we may .fail to recognize other dlmeneiong

of individual worth. .
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These guestions are not unigue to the application of

~

develaopmental stage theory to education. The same guestions

~
A}

can be asked with respect to the uses and_abﬁses.of intelli-

gence testing, or other applications of social science for

i

socially:.sanctioned endsﬁ_'As with concepts of life cycie_
1 P i

i. . , ; . ~
transitions, knowlédge of stage progressions aids personal .

understandingﬁand\ié a useful backdrop to teaching,
. ‘ . . ) ) R \\ .
- counseling, and instructional design. Institutionaljzed

Tresponses on a large scale, however,, are fraught with diffi-

e - - te - B R . ~ - * N
. culties, lnclqg}ng the difficulty tﬂht no response is alsc |
a respohse,_and ¢arries concomitant responsibility. ' )
- . l

-
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. : o, : " CHAPTER 1V

THE DOMAIN OF LEARNING STYLE

»> . : /

B . | : 7
The.dimensidn of learning st;le, or coénitive Style, con-
sgitutes vet a thi{d way of conceptualizing differences in
adultsias iearPers; The word style brings to mind ideas of
preferences and predilectidns, and one's own distinctive, .
habitual, or characteristic ways of doing things. That is
its meaning in this context. A learning style is a‘fuﬂc-
tional preference for how fo leasn. The word type is almost

synonymous with style. People thh different learnlng styles

'vconstztute dlfferent types of learners.

Learnlng styles are usually defined in terms that are

s
either primarily.cognitive.or behavioral, or primarily atom-
. y .

istic _or global. A plethora of research identifies various

combinations of &oén%pive strengths and abili;iés;'?igure,l4

e ——

?

for example, describes nine cognitive styles identified by
--Messick (in wittrock and Wiley, 1970) -from a substantial re-
seercé iiteratu£e. Each of these, as Nathan.iOgan points
< out fin Lesser, 1971), has lmpllcatlons for instruction.

Same such as cognltlve complex1ty versus Slmpliplty, are

4

AN

probably embedded ln developmental stage seguences as well
.. as reflecting stylistic differences among individuals. Also

belonging in this classification is Joseph Hill's work on

i

lj,; .
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FIGURE 14 ' .

]
z Nine Cognitive Styles
(1) Pield independence vs. field’'dependence: an analyti-
dal, in contrast to a global, way of perceiving (which) entails
a tendency to experience items as discrete from their back-
grounds and reflects abili~y to overcome the influence of an
embeddingr context. ‘ .

(2) Scanning: a dimension of individual differences in
the extensiveness and intensity of attention deployment, lead-
ing to individual variations in the vividness of experience

- and the span of awareness. . L

(3) Breadth of categorizing: consistent preferences for
broad inclusiveness, as opposed to nmarrow exclusiveness, in
establishing the acceptable range for specified categories. :
’ (4) Conceptualizing styles: individual differences in
the tendency to categorize perceived similarities and differ-
ences among stimuli in terms of many differentiated concepts,
which is a dimension called conceptual differentiation, as
u!g"aa consistencies in the utilization of particular con-
ceptualizing approaches as bases for forming concepts (such
as the routine use in concept formation of thematic or func-
tional relations among stimuli as opposed to the analysis of
descriptive attributes or the inference of class membership) .

(5) Cognitive complexity vs. simplicity: individual
differences in the tendency to construe the world, and par-

'~ ticularly the world of social behavior, in a multidimensional -
and discriminating way. .
- (6) -Reflectiveness vs. impulsivity: ' individual consis-
. tencies in the speed with which hypotheses are selected and
information processed, with impulsive subjects tending to
offer the first answer that occurs to them, even though it
is frequently incorrect, and reflective subjects tending to
' ponder various po#sibilities before deciding. , '

(7) Leveling vs. sharpening: reliable individual var-
iations in assimilation in memory. Subjects at the leveling.
extreme tend 'to blur similar memories and to merge perceived
objects or évents with similar but not identical events re-
called from previous cxperience. Sharpéners: at the other
extreme,are less pcune to confuse similar objects and, by
contrast, may even judge the present to be less similar to
the past than is actually the case. '

(8) . Constricted vs. flexible control: individual dif-
ferences in susceptibility to distraction and cognitive in-~

— terference.

' (9) Tolerance for- incongruous or unrealistic experiences:
a dimension of differential willingness to accept perceptions
at variance with conventional experience.

Source: Samu:l Messick, "The Criterion Problem in the Eval-
u9tion of Instruction: Assessing Possible, Not Just Intended,
" in Wittrock and Wiley (eds{1_1970. .-
B




- - o T 105.

s

A Y

cognitive style mapping. These. formulations of cdgnitive style,

’

.with the’éxception of Hill's, are atomistic ih'their concéntra-

tion on single traits and abiljties and thelr lack of connec-'

.

tion to a hollstlc theory that purports to encompass the”major

—— ':

functional modes of learning.

In contrast, David-Ko}b and his associates have developed
<, ) : ) :
a global measure of learning style based on Kurt Lewin's

cycle of éxperientiii léarning. This concept éf learning
style is more behavioral in"t nature, as is Iaﬁ Mitroff's use

- of Jung's‘theory qf persbnaiiéy types to idenf@fyffgyctionéi
styles of prob;eﬁ~§olv;ng. Thevc0ntrast#i!£ween ﬁill'é ideas
and Jung's repfesents the two extremes of this domain.

Style dlfferences are usually consxdered to be value

neutral. That' 18, there is no basis for saying that one
style is ‘better. than another in a normative sense, or that
any one styli(represents greater developmental complexlty.
People simply have different constellations of functional
préference$$and'épili;ies. Each style has strength§ and |
limits, which aré more or less appropriate in particular sit-
uations, or for solving pérticular kinds of problems. One's
characteristic cqéh;tive'or learning style does nptlcbahggﬁ'
much oYer time; whéﬁ it does, it is usually conéeived of as

the result of a dialectical process. One broadens and deepens

one's natural style to include other étyles, particularly i
‘ ' -~ -~ N
those with opposite strengths.

1i
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INTERRELATIONSHIPS OF STAGE, PHASE AND STYLE

_ > o . .
It is helpful to define the characteristics of* the domain

of learning style in opposition to the basic characteristics
of develoomental stage aha life phase. In coﬁtrast to life
phase, learning styles are generally indifferent to time-
related -or life course perspectives. In contrast to stage
theories, although leasning Styles represent interrelated
patterns of. behavior, perception and cognition ("structured
wholes'), they Q;E in no way conceived of as part of an in-
variant or hierarchically integrated sequence.r Differences
among -styles are not asrbasic to personality and character
as the qualitative differences in mental sttuctures ascribed
tp developmental stages; style differences are a matter of
degree, not of kind (for example, how central action is to
‘one's mode of learning as opposed to reflection; we all have
"some minimal ability to act and to reflect on actions).
Statements about the interrelationships among stage, -
phase and style can only be speculative at this point.
Broadly construed, . learning style is probably independent of
one’s life ohase and :ndirectly related to the worldview of
one's developmental stage. Basic learning style preferences
probably remain consxstent, from childhood to adulthood,
although they may be expanded or deepened over time, pa*—

ticularly as a result of change in developmental stage. An

~

‘ Iis
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‘ego stage probably contains embedded within it preferences for
certain styles of learning over others. Althouéh this is spec-
hulative, there is probably a weak correlation between learn;ng
style as Kolb defines it and égo stage as Loevinger defines |
“and ﬁeasurés/it. Thus, people with different learning styles
might ‘be said@ to represent subtypes of learners within the
-broader cognitive and personality organizations of developmental
-stage. In other words, whereas one's developmental ségge‘dic—
tates broad patterns of motivation aq& assumptions abdﬁt
knowledge, one's learning st}le represents specific patterns
of preference and predilection withia it. A change in stage
Probably also involves an elaboration of-learning,style, and N
new areas of -emphasis. A chenge in life pﬁase signals the
changing issues or tastes to which one's coping and learning
abilities are addressed.

As an analytical dom;in, learning style taps a dimension
of individual differences tﬁgt is missed or obscured by the |
other two pefspectives. Additionally, the idea of style adds
complexity'ﬁslthe conceptual framework as a whole. We can
theoretically hold any one of the threée domains constant an%,
then trace successive changes in the other two. Addihg style
as an analytical domain presents the possibility,pf_sorting

~data and theory in three different ways. %

Figure 15, represents a way of conceptualizing the in-

terrelationships of these three/dimeﬁSions. Time is repre-

]
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Asented horizontally across the top of the chart, divided into
life phases. Developmental stage forms the vertical dimension.
The solid arrows show potential trajectories of growth; the
double-line arrow shows the life path of most adults in oﬁr
soéiety. Broken arrows *epresent adults functioning below
conventlonal levels, Wthh for most people is probably dys-
funct10nal at least 1in some ways in our society. Because ego
stageyls broadly correlated with social class and with edu-
cational level, the broken trajectory can be interpreted as
an indictment of sociéty's failure to provide all édults with
opportunities to fulfill their potential. The gréwth tra-
jectory shdws a fan-shaped potenti;l, which is all too often,
*in my opinion, flattened into linear reality. Learning style
appears on the chart in the third dimensional characteristics
of individual arrows; for example, whether a person negotiates

stage and phases\gransitions in a manner which is field

lndependent versus ‘1e1d dependent, or shows the characteristics

of a converge* versus a dlverger, or those of an alogical
risk-takef rather than a careful +hinker.

#
. Learning style typologies often seem simplistic in
comparison with Fhe elaborate formulations and scorinig systems
of developmental stages. However, they have the virtue of
easier classification and measurement, and of a. more direct

relationship ¢o the worlé of work and feormal education.

Different occupational specializations and academic disci-

N
Q
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Atf,//”””// $‘?1
AR

»
t v"\b'.

Conscient jous
Stage 4.
Authority ¢
social order
orientation

4

| Conformist f,/”/"

| Stage 3,

Social rules
¢ appearance
orientation

Self-Protective
Stage 2.

Instrumenta)
orientation

_—1T

Modal Stge for s
Maerican|adults

I

le

Irpulsive J
Stage 1.

Obedience ¢
punishment
orientation

4

}. 'Phase, Stage and Style designations on this chart are merely {llustrative,

host part; atage names are Loevin
hypothetical; we do not have data

to by more precive.

60T

The life phase design.! ans

gor's (undetlined) and Kohlberg's. The agruw. and
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plines reerctfdiffereht.learning styles. Because'the(con4
. . N \

- cept 1is normatively neutral, the idea is less threatening
and more immediately acceptable for appiication. Stylé aif-~-
' ferences are usGélly closer to.behavior,land are directly
relevant to career choices andgcademic satisf§ction; tﬁ;

concept, therefore, has more direct usefulness.

. . , : _

" I have defined the construct of learning style in a
- T '

" manner that is mpre epistemologically eclectic than I have

for stage and phaséh This is to allow inclusion of the

. =

multitude of id%as;aﬁout;peopie's traits as learners that
do 2QF éharg the philosophic and'acédemic tradition of most
phase and stage theorists. In a way, styl?'is a catchall
.caéegory, whefe if a trait or ability or a global descrip-

_tion of one's orientation seems to affect learning we want

o

.to investigate_morgsglosely. This inclusiveness is apparent

! e

in the next section of. this paper’ which feviews briefly the

work of_Joseéh Hill, David Kolb, and'Ian'Mitrpff'é use of.

Jung's theory of personality typeé.

-

13

HILL'S APPROACH TO COGNITIVE STYLE MAPPING

- e

Hill see:>§ Eognitive style from thé viewpoint of an
educational scientist trying to make possible personalized
education (Hill and Nunney, 1971 and 1975). .He divides "

cognitive style into’four’*sciences," each of which reflects
. - R |

- .
-\

TZ

S 123



-
v

e T ‘o 111.

a di erent.aspect of en'individual's coghitive érocess in
making meaning from experience: (1) symbol eomprehénsion,
which _includes fifteen variables involving differential abil-
ity to'derivenmeenihg from sense perceptions and social sit-
uatiens as well as from language and numbers;‘(Z) cultural
detesminapts of the meaning of symbols, in whicéh family,
associates, and self are seen as agents which modify symbolic
meaning; (3) modqilties of inference, which include differ-
entialﬁreliance 65 assessments of magnitude, difference,
relationship, appraisal and'deduction; and (4) memory,
incluaing its physiological base._ Hill has not developed a
typology of cognitive styles per se; rather, a cognitive map
shows an individual's unique configuration of the traits
identified by the scheme. |

Cognitive style ﬁapping'is besed on an extensive battery
of.cémpptergzed tests which yieldmen individual diagnosis
(cogsitive mép) and, in schools or»colieges equipped for it,
a prescription for lndlvxduallzed lnstructlon based on
students’ cognztzve strengths. The chlef drawback of indi-
vidualization within this system is that it involves the-
speclfzcatlon of alternative methods of znstructlon for pre-
determlned course cbntent (e g. whether a student learns
best through lectureSj discussion groups with and without

faculty present, peer tutorlng, programmed znstructzon). it

is“more d;ffzcult to interpret the 51gn1f1cance of the

1 24
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information in an individual's cognitive map to a learning
_ situation where goels ere personally selected and include
personal deyelopment. .

Hill's approach fits within the domain of learning
‘style proposed here hgcause he sees the components of ccc—
nitive style as value ﬁeutral functional strengths and pre-
-ferencesa Compared to other theo%ists, this approach is
much more specific with reqard to the intricacies of cogni-
tive functioning, but unidimensional in that it deals with
cognltlve tralts (not, for example, with behavzora* or

affectlve coplng styles of. "gett;ng to” and "getting through”

-~

an Lnstltutlon of learning). The scheme does not place -
cognit.ive traits and abllxtles in a larger develgpmental
framewnrk of character or personalit: organlzatlon, (the -
analytical function of developmental stage), nor does it show
the function of education with respect to important tasks and
concerns throughout the life course (the analytic function
of life phase). Compared to Kolb and‘Jung, the other'style
theorists, I have placed in this domain, Hili's concept is ‘
complexly elaborated eithin dimensions whose application
seems limited to formal'educational settings.

‘However, this limitation bfﬁngs practicél utility.
Hill's research tends to show that matching the cognitive

styles of junior college students with forms of- 1nstructlon

helps students master coursv content, part;cularly students

-

Q -‘ ‘_ ‘ . 12,3
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who are nnlikely to succeed with traditional forms ef in- -
sﬁfﬁctian. Other research has identified collective cogni-
_tive styles for educational adminiétratofé (Zussmdn,'l968),

*successful” teachers (Dehnke, 1966), and for students with
positive and negatxve attltudes toward school (Blanzy, 1970).
Sjmllarzty of cognltive style is also related to favorable
evaluation of teachers by admxnxstrators (beLoach, 1969),
of teachers by students (Blanzy\\l970- Schroeder, 1969), and.
of students by teachers (Wwasser, 1969- Schoeder, 1969; and
Fragale, 1969). 1Individuals' cognitive style apparently in-
fluences their styles of ceunséifng, teachinQ:Kand adminisg-
tration, for example, the degree of match between supexvisor
and subordlnates in an admxnlstratlve unit has been found to
act as a varlable in predxctlng conflict in mutual role expec-
tations (Exsenman, 1973). These studies were carried out
mainly in elementary and seeondafi sehools, but the results
should be applicaﬁie in other”éett;ngé:_ Hill'é:measure
'apparently taps;iméortant>dimensions Qf‘individual's styles

- -0f functioning in educational institutions.

= .

KOLB'S APPLIED THEORY OF EXPERIENTIAL LEARNING
. - :

-

Kolb's concept of learning styleris based on Lewin's
_four-stage cycle of experiential learning. In this cycle,‘

(see Figure 16) there are four basic modes of learning:

ey
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throtgh concrete expetience, reflective‘ébservation, abstract

conceptualization, and ac{ive experimentation. Immediate

concrete experience stimulaﬁes_reflection and observation.
One's observations are then aseimilated into‘}theories" or .
generallzatxons. These ben rallzatlons are then used as

gu;des in acting to create new experience, and so on through the.
cycle. To be effective as a learner or problem-solver, a “
pPerson needs all four abilities, yet they represent .two sets

of polar opposites,'and require continual choices in de-
termining which abilitiee to bring to bear in any one situ-
ation. One dimension'boses a tension betweeh abstractness

;nd concreteness, beeween specific and wholehearted involve-
ment in an immediate situation and'analytic’de£§chpent. The
other dimension-posits,a.clesh bet&een reflection and action,
each of which tends to inhibit the other as one goes back

and forth between the roles of actor and observer (Kolb,

1974). As Xolb and his associates define it,\a person's
_learnzng style involves a predominant emphas:.§ on one or
several of these four modes. Research with a self-report
measure;called the learning sty;e-inventory.shows that many
‘people's preferred ways of’learning fall into one of four
quadranté, giving rise\to a 1earning style typology with

-foue typesfof leareers: aceeﬁmodators, assimilétors, di- .

R ’_ - - - L 4 '.
vergers and convergers. Figure 16 describes the major

characteristics “bf each pure type. Note -that eakh type

1c
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FIGURE 16

Lcarﬁ)ng Styles Within thé‘Experiential Learning .Cycle

o

R

Concrete

Experience.~‘~\\\i.

Diverger

Accomodators

risk takihg, adaptation;
carrying out plans and
experiments

imagination; emotion,
- the ability to see a
gestalt from many per-.
spectives, to organize
- relationships . -
Aczive Experim;ntation

-

. 2 #
>

'Reflective Observation
.. ‘ y" ,‘ . . ]

>

Convergers

. _ |
\Practical applicglion of B
ideas; emotional distance

v

Assihilators:‘

' inductive reasoning, g
" model building,lqgic;_
precision, theor

Abstract
Conceptualization

~ Nonformal
-'Learning_

-

Formal Learning == o o
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combxnes adjacent points on the cycle; dlvergers, for e;tmple,

L)

have hlgh preferences for concrete experience and refluctlve

l

observation.
: /

Kolb has applie& these concepts largely te the fields of
occupational sociali;at;on, carcer development, ard management

education; He has found. that people's underg:aduaze majors

tend to correlate with thelr learning style scores on his
s

.

measure and that people’'s happiness within an :ccupation or

<

discipline can depend upon the match ?etween their favored
modes of learninq'and‘fhose required by their wrrk (Kolb_agd
Goldman, 1973). A study comparing the career p.ans-and’
-learning-styles of undergraduates, for exaﬁple,'revealed that

where there is a mlsmatch of an 1nd1v1dual S learnlng style

Id

and the learnlng stylégrequlred b(\rte dlSClpllnc, students
A

tend to teke more courses outside ST their major-irea of con-

.centration, to be less committed to contlnulng study within

the d;scxpllne, and more llkely to be con51der1nc careers 1n-.

some other fleld Persons  who choose different career paths
"xn the same field (e g. academlc med1C1ne, priva:e med1c1ne,.
" public health)y apperently have Q1fferent characteristic

learning styles apd.also use different sources of influence~
}and information ie making their decisions (Plovnick, 1974#

Dlvergers tend to identify Wlth persons they know and 1like:;
'a551m11ators tcnd to be persuaded by the academic content and
w‘hature of-the. work. | )

>}

<




.ferent functional units within a single corporation showed

~ tended to be accommodators; engineers tended to be

1ntegrated and effective style of learnlng. 'Lasker's hypo-

117.

’

2 .
Learning style is important in organizational communi-

cation and problem solving. A study of the members of dif-

that each group tended to have a charaeteristic.learhing

nvergers:;

.Style, reflecting its organizational task: marketig:\managers

-~

personnel mandgere fended to be divergers:; epd researchers
;ended to be assi@iletozg; Communication across organiza-
tional units was more effective when unit managers had some
mastery of the othets' learning styles.

How are leerning styles ecquired or developed? Kolb and’
Fry (1974) hypothesize that in adolescence and early adulthood
people 8 career chozces (e.g. the cholce of college versus |
trade apprentlceshlp, or the choice of academic specxalt;eéfx\
accentuate an exlstlng specialization of preferred modes of
learning. In adulthood there tends to be a closer and closer
match between.ag-iodividual's characteristic learning style
and environmental demands; this is true because of se&f~
selection, and also because workiﬁé environments tend to
socialize people to fit them. In building a career, people

tend to acceéentuate more and more their spec1a112atlons- _for

‘some,. changzng careers or reorzentatlon at mid-life or during

-

othex life phase transztlons provides an opportunlty to re-

'assert nondomlnant modes of learning and acqulre a more highly

150
» U
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thesis (1975) 15 t.:.a:t a stage change may also result in a

shift, or greater integration, in learning style..

One immediate appliéation of this cohcept i1s in instruc-
tional design and evaluation. Xolb and ny heye found that
students with different learning styles respond differentially

to various methods of instruction (e.g._lectures, required

readings, exams, peer discgrsion, self-diaynosis, role plays)

and also to the amount o8 structure, or lack of structure,

L Y -

provided by instructors and emphasis on task versus process

orientation. For example, reproduced below are the results of
3 . -_/

a survey of over one hundred students who had completed the

same introductory course on huMan factors in management :

LY

: Accomodators found  the classroom sessions most
e helpful (contributedgmost to their learning from.the
: course} because of ifs lack of structure, high amount

. of peer-interaction, and lack of any authority figure;
"Assimilators least preferred the course in general. be-
cause of the classroom emphasis but did find those ac-
tivities requiring some conformity -to directions or
rules helpful as well as assigned readings and theory
-inputs; Divergers reported the open-ended, unstructured
homework papers and self-diagncstic activities to be
helpful and least preferred @Weer interactions in class
and course requirements (e.g. number of required papers,
deadlines); Convergers found instructor/expert inputs and
reading linking classroom activities to the 'real world'
helpful and least preferred open~ended peer discussions
and group autonogﬂ. Although far from conclusive or «
generalizable akJdut person-environment interactions,
these data point to the need for a more specific, micro-
level analvsis of environmental factors. sIt would not
have sufficed in this case to have asked students to .
evaluate the 'seminar format' br the 'experiential mode'
of teaching. At this level of environmental -analysis,
most everyone liked it, but for different reasons. Di-
wergers like the opportunity to watch and learn from-it.

g Convergers®liked the discussions relating it to the bus-
- iness world; Accomodators preferred the interactive,

autonomous nature of the sessions; and Assimilators liked

Q ’ . j

ERIC . ~
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the role plays. Similarly in other surveys, we have found
that although both Divergers and Assimilators prefer lec-
tures, id) is probably for different reasons. Both are
comfortable im more passive, reflective situations but .
Divergers seem to be reacting most to the lecturer as a
person (they also prefer faculty conferences, talks by
experts and faculty feedback on papers) while the As-
similators seem to be reacting to the presence of an
authority figure per se (they also prefer assigned read-
ings, exams, and b.ing given a task). The_fact that
such data is hichly interpretive only cenvinces us that
superficial definition of environmental factors is mean-
ingless. There needs to be a systematic exploration of
how learners see situations. It i1s not enough to know
We need

that a iecture or lecturer was helpful or not.

- to know why. ©Only then can we begin to understand the
.* person-anvironment interface.

(Kolb and Fry, 1974, pp. 33-34).

My own experience nbing Kolb's Learning Style quentory sup-—
ports the conclusion that students respond to various aspects 6f
the same éourse»differentially on the basis of learning style.-

' They‘also tend"tg-dhoose_coursgs {giwhich the instructor's stylé"
matches theirs. wWhether an instruéto? éries to choose methods
‘congryent with studenﬁs' characteristic'lgarning styles or.expose//
them to new mades requirgd by a task or discipline depends ideally

on the students' goals and the instructor's conceptualization of

what will uitinately be more helpful. The diversity of learning

styles in any one group Of adults dispels the notion that one
method should_'do the trick"™ for everybody. Given a diyefse group,
a2 reasonable’ approach would be. to. employ multiple instructional

methods and provide some comfort and challenge for each type of

" learner. .

On the level of program design, Kolb's.typology can be .

used to identify the kinds of learning skills needed for suc-
" cess in a task or occupation. Kolb reports that the ability

\‘l w - - -

ER¢C35193 4S 1t 18 seen by faculty at graduate schools of
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architccture apparentiy involves both convergent skills (e.g.
deducglve problem solving within constraints, solutions ex-
pressed in practical'perms) and divergent skilli (e.g. creative
or inductiye thiﬁ;ing, ability t6 envision larger entities
or a total "gestalt” from a subpart). A training program for
architecture students would do well to take this into account,
helping students who have convergent s;yles acquire the oppo-
-site sgills of divergers, and vice versa.

.In this analysis, it becomes important to distinguish
between what a learner likes or_prefers and what he or she
needs, for either professional or_personal development.

Adults tend to be more §om£ortable in learning environments
tﬁap féflé&t rheir establ?éhed styles; they o%ten need'éx-
périences that help them integréte the strengths of less
preferred or least dominant learning stylés. Thus, to

foster development in someong's learning style, instructional

- E

methods might be chosen to either match, or to supportively
mismatch, individual predilections.

Formal education,'particularly higher education, usually
operates oﬂly iﬁ the bottoﬁ.diagonal of Kolb's experiential
Iearning-cycle (se: Figure 16). Informal learning, avocational
learning, and on-the-job training or "education in the school
of hard knocks" tends to operate in the top diagonal. The

mechanisms of nontraditional eéucation--work/stu&y, part-time

study, external degrées, credit for life cxperiences:_indi-

~

-
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vidual learning contracts--move toward including all points
on the learning éyéle, as does professional education in
f';rcal of Applica;ion like teaching and social wﬁrk where
academic learning is coupled with supervised clinical or
practicum experiences. The movement toward competency-based
education addresses itself to a perceived mismatch between
formal requirements_for certification and actual experiences
that contribute to competence. Ip planéing education on both
;he.macro (nation&l) level and micro levels (program or class)

we might do well to take the entire learning cycle into-
. ~—

account. ' ) ‘

~—
-
- -

PROBLEM SOLVING ANé\bﬁNG'S PERSONALITY TYPES

”»

Like Lewin in his cycle of ‘experiential learning, Jung
¢(Fordham, 1956) believes that we useée four basic'functions to
orient ourselves to the world (and also to our inner world).
These are thlnkxng by which we give meaning and understandlﬁg,

'Vmake decisions and come to conclusions; feeling, which in-
volves valuing, weighing anc discriminating; sensati~-. which

is sense percept.on; and intuition, which include- "#~ion

-

of realities not known to consciousness, an openr
sibilities and to the workings of the unconscious.
functions of thinking and feeling are r#tional:.the functions’

©of sensation and intuition, irrational. People tend to

1,4
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emphasize one of these functions, and ‘they do this differ-
entially, depending on whetha? they are basically introvirzoed
or extroverted, another of Jung's distinctions.

A person's habitual réqction constitutes a personality
type. Jung believes that there are no pure types, given the
irreducibility of human nature to simple classification.
Hoqunr. the concept of tyPes has great value as an aid to
understanding personal relations and education. That is,
pPeople just ‘work' differently; if they react differently
to situ;tions, it is not necessarily because they are stub-
born, or unhappy or obtuse. They may merely have different

functional modes of operating. This seems basic and gQuite

AR

useful for teachers of aéults.
Jung sees mental health as dependent on the heglected
functions. M;st people use one function; more complicated
~peopielpsg tﬁo.,highly differentiated personalitiesznm;three;
and inéluding the fourth belongs to what he calls the indi-
~viduation process, the reconciliation of the opposing trends
of one's naturc.» This dialec;%cal notion parallels observa-
ﬁions of ihe growth pro-ess made by phase and stage tﬁeorists.
'For examplé, at thé ﬁid-liie transition Levinson's work shows
Athat many men begin exploring areas of self pregiously given
no place in their life structure:; acknowledging and exploring
inner conflici and attempting to reconcile opposing inner

tendencies is characteristic of autonomous and integrated_

1S5s
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stages in lLoevinger's scheme of ego development.

s

Ian Mitroff (1976) has. adopted Jung's framework as a
basis for advocatinq a dialectical approach to management
training and organizational problem solving. The parallels
ﬁctwcnn his work andvxolb's are striking in this regard. He
spcculates‘that there are four types of organxéational prob-
lem solvers, each combining adjacent functions on Jung's
cycles: NT (intuition/thinking), NF (i;tuition/tecling),

SF (sensation/feeling) and ST (sensation/thinking). Figure 17 °

illu-trites this conceptualization.

Mitroff's four types of organizaiional problem solvers

v

differ from Kolb's féur'styles of experiential learners in
that the four dimensions have different roots. Kolb's
typologyfstays in the behavioral &omain, reflecting its

origins in Lewin, while Mitroff's formulation has an internal,

psychoanalytic emphasis, reflecting Jung.
- The problem for organizational effectiveness arises

because, according to Jung, people can do well on one end of
\ .

" each of .the two dimensions in Figure 17 but not on the other

end and not on both ends simultaneously. 1In other words,

> -

people tend to develop a strong preference for one function

-

and as a result tend to have well developed skills and
abilities on only one end of each dimension. The impLementa-

tion of ideas and policies looks different depending on one's

L ) - .
personality type: ‘scientists tend to have a-perspective that

-

Q ' - - *
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Jungian Dinensions of Mental Functioning as Problen Solving Types
B v . L-L -

]

) logical W& () analytical

ST

(3). scieptific

(4) dispassionate
(5) cold '

(6) impersonal

(7) concerned with matters of truth (trué/falsé)

(8) unconcerned with people's feelings -
(9)~ theoretical -

- (10} concerned with. rationality

SENSATION (5)

v

.)-catefql iiiSXEévoiaef)' |

) concerned with parts & detajls

) lives in present
) -specialist '(5) factual

NT

.(ll),concerngd wifgaall encompassing‘sciedtific.theories

INTUITION (N)

(1) "risk-taker

{3) concerned with
(4) lives‘in futur

(2) generalist
whole pictura:

e -

) precise {7) concreze | ;
) realist -
) likes to develop a single idea in'depth

) likes specificity and authority - .

(5) hypothetical (6) global
(7). speculative (8) videalist
(9) inventive.  (10) likes to
produce many alternative ideas

 (11) unconventiona]
| practical  (12) conventional | - {12) restraired e,
) restrained (14) placid, controlled (13) bold, daring (14) likes gen=
rooo . , | " erality and freedom- I,
FEELING (F) , '
. ' ’ Y ' ‘ .
(1) alogical (i.en; neither logical nor illogical)
(2) poetic ‘ 3) artistic”
: (4) passionate (5) warm
SF

{6) personal

(8) concerned with matters of ethics (good/bad)
(9) concerned with people's feelings :
{10} concerned with justice

{11) concerned with uniqueness and indiviﬁuality of

(7) atheoretical

\alI-things

)
NE

Sources Mitroff, 1976,
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combines sensation w;th thlnklng (ST), while managers' per-

'spectlves usually fall 1n the opp051te quadrant comblnlng
xntult;on with feeling (NT) Mltroff uses this idea to ex-
‘plaln why management sc1entlsts tend to have very dlffereht
zdeas about organlzatlonal problem solvrng than their top’,

management cllents. This is espec;ally so because he sees
3

policy lmplementatlon as a process 1n whlch one mlnd attempts

fto 1nf1uence.another to adopt ltS model of reality.’ Mitroff

‘maintains’ that problem solvzng is most effectlve\when all four

functlonal modes are employed in dlalectlcal fashlon. He

advocates -a kind of management tralnlng that-fac111tates the
emergence of all four orlentatlons, andLgives managers prac—

tical skllls in. each mode. Ha has deveIOped successful

L

[‘tralnlng programs for managers based on these assumptlons.

T .
. -~
-
- -
- -
v

IMPLICATIONS OF LEARNING STYLE FOR EDUCATION <

~

‘Of the three domains, learﬁing'style theories have the

most direct application to the deSLgn of 1nstructlon and the

125.

least.relevance to larger Jife 1ssueé The uses already made'

of Kolb's and H;ll's work are illustrative in this regard

-whether the goal is presérlblng dlfferentlal paths to mastery

>

‘learnzng for young adults who mlght otherwise not succeed in
college conrses, or the construction of learning: env;ronments

that are dellberately rlch along the forr dlmen51ons of the

-

_/. R ?i - 5
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the exneriential learning cycle: cognitiéely, behaviorally,

Learning - style theories give

-

perceptually, and affectively.

specificity to the concept of learning as an interactive

process between an adult and an instructional,‘or experiential,

- environment. Knowledge of the learniny style biases of stu-
dents,efaculty; and subject matter'faCilitates careful at;
tention to the components of course deSign and evaluation.
Instructors can be more effective if they are aware of the )
learning.style biases embedded in their teaching methods -as

well .as their disc1plines, and of students' differential

'ireactions by learning or - cognitive stgr'. This holds for i_

?

folk dance and auto mechanics as well as’ management develop—

-
—
- e

Qmentgi_
_ rhé preceding paragraph is not meant to imply that
Learning.style is unrelated to personal development . Kolb

and Fry (1974) describe the acguisition, speCialization and

‘integration of learning styles in Piagetian language as:
.

adaptive processes of increasing complexity and relativism.

Thus, there are 1mportant processes of personal growth as-

-

so¢1ated Wlth the four modes of experiential learning. These

processes have paralleals in developmental stage sequences«and

clear/relevance to life phase tranSLtions- Jung' s contention

that more complex personallties~successfully employ two,
' three or’ four mental functionS'rather than only one" also has

- N v .

relevance .for personai develOpment.. The hypothes1s of

. B ' .
- i

j40 -
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developmentdl
- a necessari although not suff1c1ent condltlon for growth

tage theor1 ts that cognztlve development-

11

other areas arques the relevance for personal development
of even tra;t—orlented formulatlons of cognltlve style.

Because social concensus places the development of abllltle

to learn«squarely within the prov1nce of educatlon, this

tor'

-

asPect of personal development 13 legltlmately an educa

business. - . _‘: o ;{n'
Although 1earn1ng style 1s the 1east problematlc of th

»

’thrée domalns, a change 1n one' learnlng style is not a

trlvlal occurrence._{For exam Carolyn Kegan who teaches

a "learnlng to learn"™ Seminar. fo:‘adult students at Clark

'Univer31ty describes the process in these termS°

e o - 1f I really want to attempt some dialecti-
cal resolution of my learnzng style, ‘'diverger to
converger, then I ing to confront my opposite
and if I am not just 1ntellectua1121ng and labeling
. . my experience then that initial experience of other

usually scares or angers me. Mitroff's idea is
1nterest1ng but the dlalectlcal reconciliatiof of -
the interplay of opposites is a big pro;ect. First
of all my learning style, diverger, intuitive think—=
ing, is a quality about the way .I incorporate all
experlence, learn, and it runs through everythlng.
It is not a word, it is a rhythm of being and in
the realm of experience that confronts SPIRIT.  Now
to’ change the fundamental quality of splrlt,whlch
' is possible, is a ferocious wai with one's habitual

way of belng €

Knowledge of learnlng style theorles can be useful ‘to’ '

adult students. Knowlng one's strengths and the modes that

one habztually neglects can make learnlng a more conscious

activity. The theories can prov;de.conceptual—labels to
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gu-de cro-ces of courses or lnstructlonal methods, and can be
"\

aids in understandlng ocne's reaction to varlous approaches
Wlth thls added 1ncrement of self- knowledge, people then

have the choxce of empha5121ng their Strengths or trying to

- develop new s5kills and abilities. This is particularly im-

portant if the goal is self-directed learning, or - -the mode

'bf'instruction requires self-direction. Knowledge of learning

h I3

styles can legltlmlze nonformal learnlng, and can help people
become comfortabte-wlth their own characterlstlcs as ‘learners.

For example, admlnlstrators or governmental program

-

S

offlcers returnlng to unlversrtles for mld-career master
degrees in public administration are predlctably disoriented
h} the assimilative character of most programs in contrast
to the accommodatlve mode (Kolb's terms) of 1ea£;lng in whlch
they have hecome proficient through the»execution of their
daily responsibilities They tend to expect themselves to
be as competent in the unaccustomed academlc style as they
are on the job'ult relieves anx1ety if they see thelr dls—
.aorlentatron as due, at least ln part, to dlfferences 1nr\Earn—
ing style and not absoluto competence. Knowledge of learning
style can thus add sg3p1f1c1ty to learner-centered reform,
a current catchword in higher educatlon.

Knowledge of the learning style bias of various instruc—'
tional methods, occupatlons, profe551ons and dlsc1pllnes a

could also lead students and faculty to more conscious

- I4s2
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choices in areas such as admissions and pProgram organization.
For example, should academic departments admlt only learners

whose styles are congrueqnt w1th that of thelr discipX}ine?

If so, dbcordlng to Kolb and Mitroff, they lose the problem

solvxng skzlls of the opposite. gplar perspectlve and in the

long run may produce less creatlve scholars or professxonals.
An alternate stance is to admlt maverlcks and spend some

tlme and energy helplng them develop a learnlng style congruent

-W1th occupathnal or Professional expectatlons. Universities

might cons:.der prgaru.zmg their d15c1p11nary structures by -

learning style, a more useful notion, perhaps, than inter--

dlsclplanary;studzes. Spec1allzatlons with SLmllar learning : .

styles'could be ldentlfled across dlsclpllnes and career paths,

/r’“\\-and made publlc so that peoplqubuld swntch flelds more

'ea311y. This could be useful for persons changlng careers_ .
or using schooling as an aid in a life phase transition.
Predlctably, the unresolved questions with respect to
‘the application of learning style theorles are centered-ln
the how-to~do—1t domaln. Which theory would make the most
useful contrlbutlon to. instruction? How does one use the
tralt-orxented theor1es° What is the best way tc make learn-
ing style 1nformatlon available to students, faculgy and
‘administrators? - How much formalization of diagnosis and
instruction in the basics of 'learning Style is appropriate

for a particular Program or institution? Providing choices
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and incréaging understanding tequire time, trouble, work and
energy-. Wili the rewar?s match thé expenditures? These
Euestions are resolvasle on the basis of personal and insti-
‘tutional priorities. - . _-

' Perhaps,in:qée~long run, thé most valuable use of the.

learning *style construct is as an antidote and practical

\helﬁ in.réctifying the ove;émpﬁasis_on cognitive abilities’
suited for traditiona; écﬁooling and académic success. K,
Patricia Cfoés,ap the Association for Higher+Education's 1974
nation&l conference which considered the relevance of life-
ldng learning for highér.education,>prop05ed a model of
educétion pattefned“éftersthe types of skills needed by
-various occupations. She definied work. as requiring different
functional skiils depending on whethér the empha§is;is on i
work with data, wgfg with people, or work with_thingéi She

LS 4

suggests that we/provide adults with opportunities to pursué
° - 7 -

" excellence an%/be recognized for it, along one of these

. . - . 1 - .
three dimensibns,-thus giving more people amn opportunity‘?b

make real and wvalued contribugions.

. _Equal opportunity means more than the opportunity
to develop mediccre competence in.the area of someone
else's strenjch. LCqual opportunity means being pro-
~Nvided with.;he”tools to develop one's own talents +o
‘the point of excellence. Most people today speak of
education for diversity as though it were education
: by diversity. We are willing to entertain the idea
'\ that people can, learn the same things by different
methods or in differeing amounts time—-—although
we are slow to implement even thos$€ obvious facts.
When we do implement thém, it is with the implicit
understanding that some students will fake to tra-

. -
. L3
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ditional academic learning like a duck to water,

while others will struggle to remain afloat. Never
mind that our sinking duck can run like a gazelle

or fly like a swallow. What we are not yet ready to
concede is that running or flying is as good ‘as
swimming and that our world is better for the exis-
tence of all three abilities, appropriately used.

‘ (Cross, in Vermilye (ed.), 1974, p. 92)

This re¢ognition of the-val&e'oi varied learning s;Yles is an

appropriate ideal for an egalitarian society with meritocratic

-

values. .

~a
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CHAPTER V .

APPLICATIONS OF THIS FRAMEWORK TO EDUCATIONAL PRACTICE

INDIVIDUAL,/iNSTITUTIouAL AND SOCIETAL LEVELS OF APPLICATION
-

~

In the preceding chapters I have synthesized résearch

and theory relating adult deveiopment and adult learning}

It is clear at this point that there are wide differences

among theorists( across domains and within them. There ie

no supexordinant theory df adult development-that might

-

There are limits to our current

~.

knowledge and unresolved questions, many of them ethical in ':

RS S

inform educatiocnal practice;

nature and profoundly complicated by the fact‘that as,..indi<

Ladle R WLV SR

viduals and institutions we are in the midst of the develoP-

-.

mental sequences we might seek to- influence.

-

Throughout this paper I have indicated current applica-

-

tions of theories, suggested possibilities, and -raised

‘r__--

el

qdgstions about other'potential uses. The primary use of

this famework is to serve as a cognitive map from which to

reexamine and reconceptualize some dimensions of education.

for adults. The major contribution of the conceptual framework

-

elaborated here is the demonstration that people s subjective

-

experience as learners is widely divergent, but not randomly

or whimsically. All three domains identify commonalities
. " 3 ;
and individual differences which clarify “"where a person is ’
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at™ developmentally and indicate @irectibnslof growth. This
‘knowledge raises our consciousness of neQ categorie; in which
we might make judgments about . the purgbseg, methods, design
and delivery of education for adults. Being qpnscious'of~the
developmental aspects 6£ education ana-thé iarger meanings

of education in people's lives, we_can then take more respon-
Sibililtj; for our actions and their effects.

) Teachers and program administrators can modulate their
e&pectatidns and teaching sﬁyle on the basis of this know- =
ledge, and eﬁploye;s can make better intu;tive assessments -
about essentials of motivatibn, satisfaction and potential

-»wwnwvnatcheswbetygenﬂca;eezfdéyelopment ané personal growth. We
'all prgctice adul;\eéucatibn in the sense of being intimateiy
invoived with our own growth and learning, and with that of
others whoﬁ we kﬁéw_and wdrk-wifh. As eéucational praqti-
éioners we can use knowledge of the patterns of adult develop-;
ment to inform our judgment in shaping institutions and )
offering services to adults. - . -

It is also poséihlé‘that a develdpmental perspective can
.iﬁ}orm our jqu@en; in fosteriﬁgﬁsocial and instiﬁutional
éhange;_'This is a more problematic stance, partly because
of thé near impossibilit& of institutionalizing or'bureau—

cratizing the creation of the interpersonal environments and

conditions which support individuals' growth. Thus, it is

A -

Aimportgnt that our stance be one of letting theory inform

Q- - : S




134.

o . |
Tjudgment rather than one of‘epplying theory. Bill Perry,l
whose sequences of intellectual and ethical development are
described in Chapter III, cautions eloquently agalnst the

v"\

dangers of allowzng theory and concepgual labels to come

between you and another pexrson.
With this caution, I want to describe pot entlal appll—

cations of the 1deas 1n this conceptual framework at three

levels: 1nd1v1dual*y institutionally, and as a soc;ety.

-

E&Eh level of application carries with it increasing com-

-2 - .
b - - - - \
P

é and dilemmas. of collective action on.a.broader
scale. Flgure 18, which follows, summarizes my view of the

contrlbutlons of the three domains in this framework at each

o

rd

level of appllcatlon.

There are different focal concerns at each level of

application. At the individual level, the use of rESearch
;and theory is in understanding oneself and others. of raisding
one's oonsclousness of developmental patterns and.allowing.
this awareness to inform one's judgments and-actions on an
ongoing, déily; largely interpersonal basis.” This in my
oplnlon is the primary area of appllcatlon, the flrst cén-
~cern of a practltloner and the basis for all other.applica—
- tions. At the institutional level knowledge of the dimen-
sions of 1nd1v1dual s development can inform program desxgn .-
and institutional strategy,ulnstltutlonal structure, organlzationa:

hY

climate, ideas of staff and career development, and'concepts N

=
- >4
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of innovation and;planned change. At the societal level fall
the broader concerns of policy.making in a loosely-organlzed
educatisnal and social service system and of lnfluenc-ng
sotietal norms, values, attitudes and expectations. At each
level the crucial questlon ;ézhow do constructs, cognltlve
labels which are connected to emotlonally valued ideals,
llnform action? How does an 1nd1v1dual, an institution, or
a society use knowledge of developmental patterns. to self- -
consciously foster the potential for greater learning‘and
enhanced quality of 'life?

With life phase, the focal concerns of application at

‘.the individual level Are awareness ‘of the functlon of educa—

~
tion in medlatlng life phase transitions, in understandlng

one's own critical tasks and disegﬁilibrium» in tran31tlon —

perieds and accommodatlng to that in oth‘fs, and - 1n recog—l‘

-~ 3 A -

3
nizing the centrallty of life structure,an//ldentlty as T% i

- -

_Vfbducatlon relates to both career and personal developﬂent.
At the 1nst1tut10nal level knowledge of life phase calls

for a. careful examlnatlon of the soc1allzat10n,processes
~ 'p',‘ . ’?g./_a' .
;ofcan 1nst1tut10n, and reconceptna@;zatlon of program desig? o

‘and 1nst1tut;onal strategy for. ldentlfylng and serv1ng ddult

-~
-

'cllents. At the soc;etal level the peéé is to create expec—-'

tancies that adults will change and'develop and to creaEB
r .~ o :

. more opportunltles:for adults to use education in that

_process. Thls calls fog replac1ng theulockstep of .a- one, §

° . "h R 153 fl.‘:'ﬂyii.‘d-—'
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-eff tzve 1nstruc.ron.

" be aware of its strengths ang limitations,

‘zto’-qchtlon and other soc1al envzronments.

¥ N ' | ' 137.

chance educational systcem with one that Has multiple _entry

points and,methodologies,and v1éws educational Opportuna;y

for adults as a soc1al entltlement.

The construct of learnlng style contrlbutes most to

At the 1nd1v1dual level of applica-

. tion, knowledge of one's own learnlng style enables one to

to underst3nd and

appreczate others' differential Styles of-learning, and . to

make conscious choices of fit or 'stretch between occupations,

dlsc1p11nes, and modes of learnlngc At the institutional

of learning stYle-is useful in the design and evaluation of

xnstructlon and in counselzng at the system, program and

classroom levels.

learnlng style mlghtrlegltlmate recognltlon of excellence in

ebroader dlmen51ons~of)human capabllltles and mtght have

practlcal uses’ 1n the de51gn of manpower tralnlng and career -

development
' -
The construct of developmental stage fosters understand—

1ng.of the stage related subject1v1ty of people S responses

On_the 1nd1v1d—

- - .

-l; awareness of developmental sequences in- cognltlon,

emotlor“/lnterpersonal relatlons and character. formatlon

makes it possxble to locate onself and others WIthln those

sequences, to dlagnose~d1ff1cu1t1es in communlcatlon, and to

level, (and the leve. »f individual oractitioners), knowledge.

Soczetally, recognltlon of dlfferences in ‘l

A

AY
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set directions and create conditions for further development.

-InstitutionaLly, an 1:ders:a nding of stage progressxons calls

for a close scrutiny of educational objectlves and outcomes.
It offers guldelines for individualizing instruction and for
matchzng the overall orlentatlon of an institution w1th

students' orlentatlons in the areas of motivation, role ex-

pectations nd &)istemological stance. . Moreover, viewing

education s a "developmental 1nterventlon calls for a

Y

careful examlnatlon of the degree of congruency between: an

1nst1tutlon s aims, ltS organlzatlonal structure and cllmate,/

1ts conception of what an . educator does to promote develop-

ment, and the effects of those actzons.~ On a socletal level
d
Qan understandlng of the thought structure,and personality

’ L4 “

’/orlentatlons connected with developmental stages can- clarlfy

- - -

the personallty dynamzcs behlnd confllctlng ‘policy’ objectlves

as well as difficulties in implementation. Understanding

-

parallels betweeﬁ individual, institutional 'and . soc1etal

stages of development creates a soberlng matrix for v1ew1ng

the relatlohshlps among indivigdual, institutioﬁal and scocial

changes, ThlS matrlx ldentlfleSfprerequlslte orlentatlons

for soc1a1 evolutlon and 1dent1f1es constraints on 1nd1v1dua1

A

development set by social conditions.
. . <

9
—

-

Ll
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L

SPECULATIONS ABOUT THE INTERSECTION OF INDIVIDUAL DEVELOPMENT

AND INSTITUTIONAL AND SOCIAL EVOLUTION

-

The terms stage, phase and style-can refer to dimensions

- of variation among organizations or institutions, indeed any

larger social system, as we.l as to develoPmental varzatzons

among individuals. This is one starting point for explorzng

Within this frame-

i
ation's- evolutionary

institutional and societal applications.

uork. the term Ehase indicates an organiz

-7

hlstory over time (young, old, szze, complexlty of affilia-

tions and -networks); s e, the ;nternal log;E of its struc- -
" ture and}activities;_its " cter” and basic worldvzew, A °

and stx e, ltS functlonaiamodes of doing busxness and adaptlng

to the environment. Thi éﬁaracterlzatlon of organizations

means that we can-locat th 1nd1v1duals and 1nst1tutlons

~

withzn relevant developmental sequences, and attempt to

descrlbe thelr 1nteractlon.,'

relating to tpese dimensions. - Larry Greiner (1972)

-

structed a phase theory descrlblng Qrganlzatlonal evolutlon

over time. Wllham Torbert (1974) has developed artheory of ; .

pre- and post bureaucratlc-stages of organization development
in whxch each stage describes qualftatlvely dlfferent f;ﬂmes

of reference for activity. -In my framework, this is a cross

between a stage and_phase theory; parallelling.Erikson's

-

. -

15
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stages of psychosocial development. As mentioned in Chapter
III, Kohlber; and his associates have classified the moral
atmosphet; Oor justice strudsaure of prisons as analogous to
stages of moral judgment. Similarly, Harry Lasker and I

(1975) have speculated about the Characteristics of organiza-

tional analogs to Loevinrger's ego stages. George Weathersby

(1974) has hy@wthesized :elationsnips between phasesv of

-
\\

otganizational evolution, the developmentﬁl stages of higher
education administrators, and.internal systems for decision
making and information utilization. Examining where we are

as 1nd1v1duals aha as organlzatlons on these dlmensxons can ’
'be provocative. For e;ample, Weathersby conclucdes that the
most appropriate manageria} mentality may be different for;ﬁﬁ:>
each organizational phase; and that the different world .
v1qrs assoc1atéd wlth an organlzatlon s and an. admlnlstrator s

developmental stage requlfe dlfferentlated systems for -

-

! -

dec1810n.mak1mgand management 1hformatlon systems. Arthur;

'Chlckerlng, Vice Presxdent for Policy Analysxs and EValuatlon

at Empire State CoL&egé, has employed a conceptual framewo>§

similar to the one I have elaborated to propose dlrectlons
for program deveIOpment and the professional develbpment af
the college s faCulty and administrators (1975).

Within th*? larger map we can locate 0u;selves as in-

- L S e . L S UL
dividual® and as institutions. The flrst‘andAmogt important

use of this %gowledge is an increased awareness of sources

~

L4
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of tensxon and possxble directions for change. For example,

we can be reasonably sSure that an educatxonal system cannot

Operate at a higher stage mentality than that of its admin-

Students will respond to educa-

istrators qr instructors.

tional envxronments dlfferentlally, depending in part upon

their own life phase, developmental stage-and learning style.

kY

Significant Problems can be expected when student character-

. istics are slgnlfxcantly mismatched with those of individual

faculty and administration, or the orientation of the

institution as a whole. A good developmental match miéht

be hypothesized as an institutional mentality slightly ahead

of students' own worldview, Or a higher stage mentality that

can be mediated‘for person& of varyzng orlentatlons.

"Argyris and Schon's (1974) dlstlnctlon between an es-

pOused theory and a theory-in-use is relevant hereu- A faculty

" member or lnstructor can Create a 1earn1ng sytem only.out of

.the epzstemologlcal orientation of hijzor her own develop-

mental stage, and no higher. a confo ist teacher can-

espogse an ahtonomously-oriented educational phildsophy if
that ls the kind of system that is officzally sanctioned;. ye

N
however, ‘his theory- in-use will remain conformlst. Hence \\\; -

-

the fate of many curr1culum reforms and "nontraditional al-

ternatzves“ that turn out to- be trad1t10na1 after all, in the

CIuClal areas of authorlty, expectatlons, eplstemology

and 1nterpersona1 relatlonshlpS*_ Torbert,1(1974),makes the

i
Al . To.
- o _ - v .
B -
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point that it is impossible to institutionalize a stage

change within an organization apart from transforming the
» B :
people within it. \Fhus, the first and most important use

of knowledge of the dimensions of individual and organiza-
: _ .

tional develépmentﬁ;s’to apply it to transforming ourselves

in ways congruent with .cur ideals.

~

A second approach to application lies in the proble-

matic but useful concept of matching individual needs and

mentalities wiﬁh institutional characteristics. One problem
on an institutional level comes with determining what should
 be %atCEed, with minimi;ipg upnecessary-éosts in bureacrati-
zation, and with the ambiguity of the underlying theory which

also'supports mismatches as elements of producing growth.

»

One miéh; match program characteristics and forms of. instruc-
- Ed
el . B 5
tion with student characteristics, and also match character-
.' _ & : -
istics of faculty and administration with characteristics of
- _ ,

the insgitution itself with the purposes 6f instruction,

udent clientelé.

-

type Of program offered, and desi

An institution can choose to s€rve a diverse clientele

yith‘é ;ariety of instructional options, providiné'"something

- for ever?one," or chqose to provide—a $ing1e kind of instruc-
tion for a more or iess homogeneous group of students, choos-

ing one éhing andwdoing-fé well. This choice is a matter of

policy and'qf tradition, ok funding and of opportunity.
o

The British Open dnive;sity, for‘éxamble, offers adults

- £ _‘ﬁt;a;/ S "

AN

~

-
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a standardized but-nontraditional route to a bachelor's-
degree; televised'igctures, packages of carefully prepared
instructional materials, aud local centers for tutoring
and individual help are the key features of the instructional
Program. In cdntrast, Emplre State College, a nontraditional
alternative college of the State Unlversxty of New-York
offers an individualized form of instruction based ent1rely
.on learning contracts between mentors and students. A ’
student's individual purposes and Present goals determlne ‘»v
the parameters Of the ~degree program; past-experiences can
be included under procedures for assessing credit for prior
~learning; and individualized field pProjects, work experiences
and travel cen.be written into one's learning contracts. \’)
It 13 pProbably 1rrelevant to debate the differential /
effectiveness Oor appropriateness of these two models, bothn
are extraordinarlly effectlve with reSpect to the social
-Purpose of allowing adults a flexlble second chance at a
Lcollege education. . However, 1 belleve that the Empire State
model has greater potential for facllltatlng developmental
change in . its students. 1Its Procedures require a student
.to Set objectxves, choose among alternative learnlng strat-.

egies, specxfy criteria for evaluatlon and assess results in

a col}laborative relatlonshlp with a faculty mentor. They

" setting current goals, and relating academic learning to

15,

®
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work, travel and cammunity involvement thai would seem par-
txcularly integrative for adults in a llfe phase transition,

in whlch one is renegotiating 1nternally and externally the

ways one is plugged into society. There is informal evidence

of movement along developmental stage sequences in case
studies of learning contracts compiled by a}faculty tesk
force explorlng the effects of the contract mode of learning
on the development of interpersonal competency (this ‘is a
progect of CAEL, the Congress for the Assessment of Experi-
ential Learning). Finally, the individualized mede at
Empire étate allows .greater variety of learning styles,
(students for example, can contract to take traditional
courses elsewhere), while it simultaneOusly requjres pre-
requisite skills in setting one's ©®wn objectzves and negoti-

hY

~ating lnstltutlonally viable ways to meet them. .
%fth insé;uctional models offer alternative routes to
a baqh&lor's degree which "match” some students' need's more
closely than others. Lasker speculates that paiticular ‘
instructional methodologies set ceiling on their potential
for fostering developmental change. Ciassified according to
overall orientation using his stage-related view of adult
education (se;/Figure i2), they British bpen University has a
confornmist approach to imparting knowledge; its standardized

. . . '
mode of instruction precludes taking people "where they are"

individually and helping them develop learning skills for
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negotiating the next step. However, this mode is probably

particularly appropriate for large numbefs of adults who, in

fact have conformist views of education. The problem with

this match lies in the (fheoretical) absence of disequilibrium.
In contrast, Empire State College's mode of instruction is
basically oriented tO an autonomous perspective; it can be
used by conformist er conscient%ous,studente, (the large
majority'of the college's students) but its instructional

pProcedures foster the self direction and”skills of higher

stage perspectives. We do not know enough about prerequisites

for institutional matches to do anything more than speculate

about their potential effect on individuals' development.

A second example of the differences in an 1nst1tutlon 's
stance toward 1nstruction can be found by comparing two
professional schools at Harvard University. The Harvard

Business School uses only the case method of instruction,

and insists that M.B.A. candidates complete a required

In contrast, the School of Education
) ) t

operates on a "plaza'~qa_'supermarket" mode of instruétion: .

sequence of courses.

it admits delibérately'diverSe student body, offers in-
structional alternatlves 1n various modes and styles, .
refuses to 1dent1fy or deflne what master's and, in most
cases, dcctoral students should 1earn, imposes few require-
fments, and offers A maximum and personally d;sequlllbratlng-

degree of individual ch01ce. Students at the two schools

lcﬂj
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’ speak of predictably different tensions. Business students
speak Of the stress of impossible work loads and heightened

competition, reflectihg what is believed to be the "real

world® environment of business. Education students complain

offthe‘strainé of choosing courses, setting directions,
evaluating accdmplishmen“s, and managing the ambiguity and
mult;dxmensxonallty of self-defined learrung SJ,*J’thnS;"
this reflects a profession. WLth a person~or1ented ideology,
which is eharaeter;zed by a conflict between conse{vatism and
change iﬁ which many of the most'interesting roles are
syntheeie.and'self—defined. We Lack hard data about the
eftectlveness of both schools in preparing competent pro-
_fess;onals, yYet it is reasonable to conclude that both models
are viable. Viewed from the Rerspective of instructional
matches which ﬁight foster development, the School of Educa-

tion's instructional model probably serves a wider variety

of students and sets fewer Ceilings on opportunities for

personal growth. _ _ 3

From society's perspective, whether an educational in-

.stitution accommodates adult <Qiversity with a variety 4df

instructional orientaticsns or serves a selecéed clientete\\\
with a 51ngle 1nstructlonal mode 1is not as important as the \4?
na;;onwlde avaxlablllty of a system of postsecondary educatlon:
that can accommodate people's various needs and purposes

with services of substance and integrity. Additicnally, any
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homogeneous group .s incredibly heterogeneous along our three’

dimensions of anaiysis; some teaching methods and program

-

designs take these differences more into account than others.

Understanding these dimensions it'eapeciallyruseful for non-

- -

traditional programs or approaches where the aim is to indi-

vidualize either the process (make the schedule and procedures
fit needs of working adults or the elderly, for example) or
the content of instruction (facilitate individualiz¢tidn of
goals and methods of achieving them: what is learned, why
and how). If we are to have a system of lifelong leerning,

there is a great need to relate institutional organization

and procedures to educational goals. \\
For examp;é, the report of Michigan Stacze University's
Task Force on Lifelong Education, (Hesburgh, Miller and

Wharton, 1973), contains sixty-seven recommendations deemed

necessary to expand the'University's role in providing oppor-

tunities for llfelong learning for Michigan's citizens. .
:

These lnclude modxflcatxons of existing procedures in admis-

sion, tegzstratlon,norlentatlon, transfer of credits,
|

scheduling, ' imitations for _degrees, enrollment options,

-

support servxces, credit for past experiences, and certzflca-

- - ¢ . - -
tion; there are also recommendations for greater utilization

~

of educational teehnology; modiﬁications'of residence and

i

credit regulations for degree and nondegree proqrams, admin-

xstratzve reorganlzatzon, changes in academic and. financial
~ ‘ .
- -

QIO‘ o -
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policies; ea:1blishment of a Community szelong Education
Praject to explore ways to provide meaningful communmity
services:; and additional cfforts in interinstitutional co-
operation. The extensive natur® of these recommendations
ro&ffirms the system's nature of institutional orientations
and indicates the magnitude of4the necessary changes if we
are to move from an finétitution—ccntered' (conscientious)

to a "persom-centered” (autonomous) system of higher educa-

-

tion. i
However,.we do not change the orientation of our educa-
tional institutions wiiﬁout both'creating and following

changes in tﬁe larger society. Hesburgh, Miller and Wharton,

the authors of Patterns for Lifelong Learning, all three

presidents of major u-.-/ersities, state in their preface that
their aim is to advocste basic changes in attitudes toward

learning and to build new learning iﬂstemS'in tune with

contemporary society. Miller, in the second essay of the

book, writes:

The new concept of education did not come abou*
through the irnitiative of educators alone. Instead,
it reflects some new realities and i1s a response to
the turbulence in scciety--the shift from rural to
urban patterns of livine; the imbalance between
social ancd technolog:cal invention, the growth of
new knowledge and the obsolescence of old, and-the
mobility of the student. Technological change 1is so
devastating to human competence that the monopoliza-
tion of education by the young 1is insular, making
continuous lifelong learning imperative. The dis-
parity between the promise and the efficacy of edu-
cation is so great that the enclosure of education
within schools and colleges is ineffective, making

Q | | L | ;(53»
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community-wide educstional activity essential. The
expansion of the idea of education into a concept

of ;I!oIon human developmen IS SO pervas.ve tgat .
reliance on trad.tional mecﬁgli 1s inefficient, .

Ng ¢€rucial a new mix of approaches to family,

school, ‘corporation and community.
(Hesburgh, Miller and Wharton,

1973, p. S2, cnphasis mine.)

Another way to state this same cancept is to say that mele-. )

nontlnq a concept of education that promotes indiwvidual human

development will require an institutioﬁil reorienéatlon} or

E

stage chaage. of considerable magnxtude.

w- have some visionary gl;mpses of methodology._ Carl

»

Rogers describes atud-nt-centered modes of teaching in
Freedom to Learn(1969). William Torbert, in Organizing the

Unknown: A Politics of Higher Education (1975), writes about .

the difficulty and challenge of teachxng a requxred course
in action learning for four hundred persons at the SOuthern
Methodist University School of Business. He develops a
theory of “liberating structures,” structures that can help
students ‘change stage' in,conceptions of léarning, Chris

- "

Argyrls and Donald Schdn (1975) wrzte of ways to promote
“double loop” learnng in whxch One questlons the previous .6\\ )
structuring of realzty and revises action strategies as the _
result of'new;informatlon received in a qualitatively dif~‘?
ferent framework. Harry Lasker, Julie Donnelly and I - ~(1975),
describe an experiential mode of teaching that is responszve

to adults’ develop@gntcl stages and varied learning styles ; .

1‘0«; o _ i
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'11t°he1ghtens the lntegratlon of personal 1n51ghts and promotes

.,skllls of appllcatlon.'»These are small scale or classroom
% > R
systems, to apply these dynamlcs on an lnstztutlonal scale_i-.

wlthln a, natzonal system of postsecondary educatlon that lS

'respon51ve to all the- educatlonal orlentatlons of the pop-

-

ulat;on is a- glgantlc task. Ivan Illlch in Deschoolzng o

and Paulo Frlere, in Pedagogy of the Oppressed (1968), -

Soc;etz

) describe person-centered learnlng systems on a socxety—w;de
ba31s, although the language is dlfferent, these are. the.

themes. of the Carnegle Comm;ss;on on ngher Educatlon S pro-

posals in ‘Toward a Learnlng Soc;ety, Alternative Channels to
>

Llfe,,WOrk and Service (1973). The challenge of promotlng

-

llfelong learnlng which fosters adults development is one

of creatlng_an or;entatlon andlmethodology which’allows people

of different-developmental stages andlwith diverse learning

at different life phases to pursue their ~educational
~—a

styles

objectives, w1th as few constraints and as much support as we

— 2

can 1nst1tut10nallze. ' o - N

. It is a c11Che to say that' WLth~the rapld expanSLOn of

knowledge and the rate of change descnnbed 1n Tofler s Future

Sﬂock (1970) we need a soc;ety of people who have "learned

how to ledrn."” Yet this statement takes on added meanlng 1n

a context in. whlch learnlng 1tsei¥ has dlfferentlated meanlngs

7‘,-.' -
along a- developmental sequence with three broad dlmen51ons.

.

C!are Graves, a pscyhologlst stucv1ng human values, suggests
1 , 2

T - .
. , A
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" in The'Futurlst (1974) that we are on the verge of a cata-

clysmlc socxal transformatlon in which_ our culture w;ll move_

from a base in def1c1ency values to one 1n "belng values. .

If we take serlously the perspectlve that development should

be the aim of adult educatlon, we are ‘talking about eventual,

‘.yldespread and contlnuous change 1n ‘individuals, 1nst1tutlons,-

and ln.soclety; -Although educational institutions are func*_

) < - a" .

tlonally conservatlve as organlzatlons, they} too, will help to -
, - . - e " : : ’

create thlS transformatlon. : - | :

y

-

TOWARD A THEORY OF pEACTICE

It is at -this p01nt that the ideas in the conceptual i

framework connect Wlth social 1deals and brlng us up short

in terms of our ablllty to actuallze them. Research and

‘.

theory explicatlng dlmen81ons of adult development are llnked |

PR N
fi

wzth ideal- v151ons of education and society, and w1th the

ldeology underlylng proresszonal practlce. In the end what

%id its underlylng V151on.

‘,Cognlt;ve maps and conceptual labels are connected to broader

v1srons and dreams With, the dream of 11felong learnlng we -

are talk}ng about the functlon of educatlon 1n 1mprovxng the

quallty of llfe for every American adult, and the v1sion of

Amerlca as a land WIth >unlimited opportunlty for the fulflll—:

ment of 1ndLV1dual potentlal These are worthwhlle dreams;. .

YN
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;they involve self-esteem, enjoyment, understandlng of Ooneself.

andxone's world, Skllls with which to accompllsh worthwhlle

work, and the ability to keep promises to” oneself _that have ‘.’

These dreams are not easzly reallzec.

rd

integrity and meaning.:
Social and economlé 1neguallt1es set celllngs on the quallty
of life angd potentlal fcr 1nd1v1dua1 fulflllment of far too

large a segment of our populatlon. We do not really know how

to*use our so ializing lnSthutlonS and dlffuse educational

atlonallze our ideals. If there is to be life-

long learning, if educatlon is to. contribute more than it does

now to the quallty of llfe, then we must 1ncorporate these-

ideals into soczal norms,_lnstltutlonal procedures and lnter—»‘

personal interactions on a large scale° otherwzse, they wxll

remaln hollow cultural myths. e

Q»? Thus, this . framework lS three-dlmens1onal in lts class-z;

1£i‘lélon.of the domains of individual development, but,one—

d1mensxonal in 1ts approach to educatlonal practlce.: What . S

is m1551ng is a clear understandlng of how 1nd1v1duals,~

- institutions and’ soc1et1es use lqpels and constructs such as -

o, N

the ones in this framework to oromote their own growth

;_enhance their v151ons, and self-con501ously guide their own
"-evolutlon. S , S .
R - . ' v 2

‘For-examble, there are ways-in ‘which we can foster

>

1nd1v1duals'-knowledge of themselVes along relevant dlmenSLOns

)

of stage, phase,ﬁand style. Once 1nd1v1duals have .a knowledge




-
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. of themselwes along‘gpese dimensions how do they use it? Is

'U-thé may. too_conplex? What are the tensions that accompany

such insight, or feellngs of respon51b111ty to explore a - .
'_ larger set of factors than peOple normally do when makzng
choices or encounterzng others? We. have few‘answers to these

.questlonc, and they are germane to appllcatlons at the ’5/(f

,1nat1tutzonal and §oc1etal levels as well. What would be

the resul g bureaucratlzatlon if an 1nst1tutlon promoted

self-knowledge along these three dlmenSLons and then trled
‘5to organlze relevant responses’ The result mlght be so
-:couplex that a vast bureaucracy mlght be needed to manage

it, ellmanatzng the 1nd1v1dual 1n1t1at1ve and personal
-_resgon51b111ty whlch\1§rthe\ba51s of personal ‘growth.
‘»Measurement is also a key problem for 1mplementatlon. _How
.‘conld we develop and use measures for these dlmen31ons°

In a test conscious and ach1evement-or1ented soc1ety, we

do not need a PSAT, SAT or GRE serles for personal develop-
}ment.j_ ; I .

There are nunerous unknowna. Developmental theorles

'1ntﬂoduce conceptual labels for c1a51fy1ng new phenomena;

<

ﬂthe mere exxstence of new labels w1th1n a coherent conceptual
'-_structure can legztlmlze reexamlnatlon of assumptions con-
. cernlng adults as c11ents, thelr needs, .and appropriate
responses un_interpersonal, instructional‘and‘inatitutional

L] ) - - 3 ’ 3 - ) : N
terms. The provision of a new cognitive structure for re-.

~
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S ,
1nterpret1ng old practlces and assumptlons is one of‘the

-

4

\

-

first requlrements for a successful attempt to induce changes

,wlthrn organlzatlohs., The constructsin thlS ébnceptual"

‘framework mlght prov1de the stlmulus for that frﬁsl step.

S\

/2). But there is 4 dlfference between reactlng'to a-stimulus and

"actualizing a dream.

In Theory in Pradtice (1975), Argyris and Schén point

.o ‘oht'that to™actualize dreams of human potential we need
thearles of profe551onal practlce with a- behav1ora1 rlgor

that matches the complexlty of our ideal v1sxons._ This

requ;res an eplstemologlcal stance based on 1nqu;ry and

awareness, and ar. openness to confllctlng perspectlves and

1nvestlgat1ng the 1nterpersonal effects of one's actlons
. which is rare among people and w1th1n organlzatlons. . The

concepts in thls conceptual_framework, lncluding the basic

' idea that adults -develop in predictable ways, are releasing

and powerful. ,They contribute to shareé social purposes and -
. ,

vzsrons of what is 90551b1e‘,thus settlng goals and upper

boundarles for publie pollcy ‘and prlvate actlon. A cruc1al

lack from the practltloner S standpoint is knowledge of the

-~ e

process of using concepts of development to inform individual-

and ihstitutional‘learning.
: G

. _ Lacklng this dlsc1p11ned approach to actron, there are

clear dangers assoc1ated with theyafflrmatlve power of v151ons

_ andwdreams. It’?b well to heeg the\a%rnlngs of those who

) / | '\ ,.‘ .A ‘ _ | [N <

-
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haveccrehted the theories. Bill Perry, fd§ example,-warnS'

-t

_those.who uant to apply his eplstemOIOglcal sequence, or
;_othr develapmental theories, not to allow tﬁelr good 1n-'
:a’tentlons to preclude’ carefu%‘scrutlny'of the1r actions. He
sees tne crncial question for educatlonal préctltlonerS'as
determrn;hg how to melement their. good lntentlons, and.
warns us ‘to beware of. 'tioz.ng good because do:.ng good can be.

an excuse not £o questlon what you are soung. .

~

James- Powler. a theologlan and creator of stages of
falth development wglch parallel Kohlberg s stages of moral
_Judgment, sees educators' lnterest .in developmental theory
as ensuing from its function in prov1d1ng a new _theology
' for education. A theology is a perspectlve-based on fa1th,
the effort of. a communlty to: expllcate its practice. The:
danger for education in adopting a developmental framepork
to guide its purposes and practlce lies in the human tendency
to buy 1nto .a charlsmatlc vision without inguiring. into its
unanticipated or uninterded consequences, and to create
promlses and expectatlons that go unfulfllled Slmllarly,_
Chris- Argyrls responded to an earlier draft of thls paper
by pleading for caution on my part*‘on his, and on others'
parts not to translate our "emotioaally based'intellectually
articulated dreams" too ea311y into dreams of pollcyu He ‘-}'
went on to éxplaln that thls over-promxsxng may. be one . of

-

the reasons for d18111u310nment with educatlon, the late
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szxtxes belng full of opportggltles to reallze such dreams
and few'hav1ng worked These ‘'warnings ‘are well ‘founded. : "{1
Th>y create dzlemma§ for practltloners who cannot be by- 5 )

standers but must soberly balance the human costs and bene\\\\ |

fits of actions. based on dreams. o o - . 3 .
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